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Dissertation Abstract
Perceptions and Practices of Administrators and Teachers in
Jesuit Secondary Schools in the Hazaribag Province of India
Regarding Ideal Ignatian Educators
The growing number of complex learning contexts and needs of students has
challenged the quality of education at all levels. The need to offer the most satisfactory
and meaningful education to all students consistently attracts researchers, policymakers,
and educators to comprehensively understand what comprises successful learning, and in
particular, what qualities do effective teachers have around the world. Though some
developed countries have made significant progress toward quality education, many
developing countries experience numerous obstructions to guaranteeing quality education
to students. Most importantly, India, due to its economic, cultural, and social divides, still
grapples with equity and the quality of education. In particular, Jharkhand State, which
has predominantly an indigenous population, due to its social and educational
backwardness, greatly requires teachers with skills and qualities that ensure effective
learning of all students in every school.
In this endeavor, Jesuit schools network, a private Catholic school network in the
State of Jharkhand, India, too still battles with the challenges of low-quality teachers in
their schools. Jesuit schools experience the challenging task of upholding success for all
students. Thus, to respond to the need of Jesuit schools, this study attempted to
investigate the perceptions and practices of administrators and teachers in Jesuit
secondary schools in the Province of Hazaribag, India, to discern the ideal for Ignatian
secondary educators. This study used works by Stronge (2002, 2007), and Jesuit
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Secondary Education Association (JSEA, 2011), and the Jesuit Schools Network (JSN,
2015a) as the two conceptual lenses to examine the topic.
A mixed-methods approach was adopted to thoroughly investigate the topic. The
researcher-constructed survey data comprised the major component of the study, and to
arrive at a comprehensive understanding of the topic, it was further examined from
semistructured interviews and classroom observational data. Results showed that the
majority of participants upheld teaching qualities enumerated in Stronge, the Jesuit
Secondary Education Association, and the Jesuit Schools Network as important for
quality teaching and learning in Jesuit schools. Additionally, results indicated that
qualities such as “teacher as a caring person,” “teacher as a competent person,”
“teacher as a committed person,” “teacher as a student-centered person,” and “teacher
as a collaborative person” are important to ensure quality learning for all students in
Jesuit secondary schools in Hazaribag, India.
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1
CHAPTER I
THE RESEARCH PROBLEM
Statement of the Problem
Concerns about the quality of teaching and learning at schools have been central
to educational research for the past several decades around the world. For different
purposes, various scholars have investigated questions such as, “What identified teachers
as good and effective?” and “What helped students learn the most from an instruction?”
Because research studies revealed diverse opinions on what constituted effective teaching
(ET), no consensus has yet been achieved among educational researchers (Lewis et al.,
1999; Stronge, 2007). Studies have substantiated that a wide range of personal and
professional qualities of teachers aligned with higher levels of student achievement
(Stronge, 2002, 2007).
In addition, researchers suggested that teacher quality did matter when it came to
how much students learned, and teacher effectiveness (TE) stayed with students for years
afterward (Day, Sammons, Stobart, Kington, & Gu, 2007; Darling-Hammond, 2000;
Hargreaves & Fullan, 2012; Hanushek, Kain, & Rivkin, 1998; Marzano, Pickering, &
Pollock, 2001; Sahlberg, 2010; Stronge, 2002, 2007). Not surprisingly, moreover, a
number of studies proposed a need for competent, caring, and qualified teachers for athigh-risk students to succeed in schools (Hamre & Pianta, 2005; Noddings, 1992, 2005,
2006; Parker, 1998, 2007; Stronge, 2002, 2007).
But, in India, despite a 62% increase in the gross-enrollment ratio in levels IX–
XII, 49% students, belonging to Scheduled Tribes (ST) and Scheduled Castes (SC)
remained neglected by all educational services and provisions of the country. ST and SC
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are the two groups that are socially, economically, and politically suppressed in the
Indian caste hierarchical society. Additionally, ST or Adivasi, translated as “original
inhabitants,” represent about 8% and SC, or Dalits, literally translated as “broken people,”
comprise 16% of India’s total population (Bajaj, 2012, pp. 33–34). Table 1 presents the
percentage population distributions of STs and SCs among the top and bottom five states
and union territories of India.
Table 1
The Percentage Population Distributions of STs and SCs to the Total Population of India
Top 5
State/union territory

Bottom 5
Percentage

State/union territory

Percentage

Scheduled tribes (STs)
Chhattisgarh

30.6

Uttar Pradesh

0.6

Jharkhand

26.2

Tamil Nadu

1.1

Odisha

22.8

Bihar

1.3

Madhya Pradesh

21.1

Kerala

1.5

Gujarat

14.8

Uttarakhand

2.9

Punjab

31.9

Gujarat

6.7

West Bengal

23.5

Assam

7.2

Uttar Pradesh

20.7

Jammu & Kashmir

7.4

Haryana

20.2

Kerala

9.1

Tamil Nadu

20.0

Maharashtra

Scheduled castes (SCs)

11.8

Note. From Primary Census Abstract, by C. Chandramouli, 2011, retrieved from
https://www.google.com/url?sa=t&rct=j&q=&esrc=s&source=web&cd=1&ved
=0ahUKEwjHz6Sky8DSAhVP4mMKHUrdDYgQFggcMAA&url=http%3A%2F%2Fcensusindia.gov.in
%2F2011-Documents%2FPRIMARY%2520CENSUS%2520ABSTRACT_Final.ppt&usg
=AFQjCNF7QGOAyApuo84JSmN16eKxw_ccWA

Furthermore, the Ministry of Human Resource Development, India, 2014,
reported that a majority (77%) of children out of school live in rural areas. In particular,
in 2014 in the eastern primarily tribal state of Jharkhand, 62.4% and 50.1% ST and SC
students, respectively, either dropped out or were already out of school (Ministry of
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Human Resource Development, India, 2014). Subsequently, though the exact number of
ST and SC students dropping out of Jesuit schools was unrecorded, students who belong
to these two groups consistently did not complete their schooling in many schools in the
Jesuit Province of Hazaribag, India. However, the state government of Jharkhand is still
grappling with the universal accessibility and quality of education for these two groups
(ST & SC) of students.
Members of the Society of Jesus (popularly known as Jesuits) have been trying to
support government educational projects through the establishment of Jesuit schools in
the remotest parts of Jharkhand State. Predominantly, four Jesuit provinces, perhaps the
highest number in any single state among 19 provinces in India, engage in the work of
education, social uplifting, legal support, and pastoral care in the State of Jharkhand. The
majority of Jesuits from the four Jesuit provinces of Jharkhand State are primarily
involved in the work of educating huge masses of underprivileged Adivasi and Dalits
(Tete, 2007). But, Jesuits’ efforts to provide quality education have been limited, due to a
scarcity of competent and qualified teachers. Studies suggested that developing qualified
and competent teachers in schools could fulfill this need (Hargreaves & Fullan, 2012;
Hargreaves & Shirley, 2012; Sahlberg, 2010; Stronge, 2002, 2007, 2010). Although
research on TE in public schools is flourishing around the world, a review of the
literature revealed a gap in the empirical research measuring TE among Jesuit secondary
school teachers. Moreover, in the Indian context, research on TE was virtually
nonexistent. Therefore, the present study aimed to address that void by investigating the
perceptions and practices of Jesuit secondary school administrators and teachers in the
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Jesuit Province of Hazaribag, Jharkhand, India, on the qualities of ideal Ignatian
educators and the ways they foster the qualities of effective teachers in their schools.
Background and Need for the Study
An Overview of Jesuit Education in India
In India, the renowned tradition of Jesuit education was as old as the arrival of the
first Portuguese Jesuit missionaries in 1542 to Goa, a western coastal state of India. In the
beginning, the primary purpose of Portuguese Jesuit missionaries was to evangelize
Indians. However, when faced with the dark realities of the place and people, the Jesuits
realized that the best way of evangelizing people was to educate the youth. Thus, in 1548,
they started St. Paul’s College in Goa as the first Jesuit school. Thereafter, Jesuit
missionaries from Spain, France, Belgium, Australia, New Zealand, Malta, and the
Americas arrived in different parts of the country at different times to continue and
promote the Jesuit mission and the great legacy of the Jesuit tradition of education in
India.
At present, approximately 4,000 Jesuits in India largely work as educators
(secondary and tertiary) and social reformers in 28 of 36 states and union territories of the
country. The extent and magnitude of the Jesuit education network is evident in the
existence of 21 Jesuit colleges and by more than 200 Jesuit high schools across the
country. To smooth administrative purposes, the Jesuit education network in India is
divided into four major zones: East Zone, Central Zone, West Zone, and South Zone.
Each administrative zone comprises several Jesuit provinces, and each province directly
administers individual Jesuit schools and colleges in their territory.
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A recent survey conducted by the Catholic Bishops Congregation of India pointed
out that Catholic service of education extends to over 10 million students of all religions,
without discrimination, including 23% Catholics, 5.3% Christians of other denominations,
52% Hindus, 8.4% Muslims, and 10.4% belonging to other religious categories. In
socioeconomic terms, 42.5% of students come from the poor income group, 32.5% from
the low-income group, 18.3% from the middle-income group, and 6.7% from the highincome group (Catholic Bishops’ Conference of India, 2006). Catholic education in India
is an important agent in inclusive (religious and cultural) education and an effort to form
global citizens.
The International Commission on the Apostolate of Jesuit Education (1993a),
when outlining the characteristics of Jesuit education, emphasized that Jesuit education
must aim at producing men and women for others and education must motivate all to
bring about a social transformation to empower and move the society towards
development. The universal Jesuit mission is to form educated men and women capable
of building a just and equitable society for all. But in India, Jesuit education was critically
challenged to accomplish its mission by the fast-growing culture of individualism,
materialistic consumerism, capitalism, cut-throat competition, politics of communalism,
corruption, gender discrimination, religious discrimination, caste injustices, and different
types of religious violence present in the society.
Overview of Secondary Education in the State of Jharkhand, India
The State of Jharkhand is in eastern India. The inhabitants are various groups of
ethnic tribes and Dalit; hence, it is also called a Tribal State. In 2012, The Ministry of
Human Resource Development, India, reported that the literacy rate of the eastern State
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of Jharkhand was 53.02% and the dropout rate of high-school Adivasi (ST) students was
70%. These facts were alarming for the Government of Jharkhand, India, and in
particular for all Jesuit educational institutions that were trying to uplift Adivasi (ST) and
Dalit (SC) students in this area through basic education.
A study on student graduation and dropout rates among low-income students in a
rural Appalachian School District in the United States (Burns, 1995) indicated two major
sources of influence exterior and interior to the school. Interior influences included poor
teaching, early and consistent failing grades, repressive authoritarian culture, and a
disconnection between the school and the local community (Caraway, Tucker, Reinke, &
Hall, 2003; Chitty, 2006). Exterior influences included poverty, family chaos, and family
reliance on young people working (Myers, Kim, & Mandala, 2004; Suh & Suh, 2007; E.
Steward, 2008). Moreover, evidence from a large number of studies on TE and ET
suggested that the role of the teacher was the most influential school-related force in
student achievement (Aaronson, Barrow, & Sander, 2007; Allington & Johnston, 2000;
Hanushek, Kain, & Rivkin, 1998; Nye, Konstantopoulos, & Hedges, 2004; Rivkin,
Hanushek, & Kain, 2005; Stronge, Ward, Tucker, & Hindman, 2008).
In the Jesuit tradition, the expression, Cura Personalis (care of the whole person)
is one of the hallmarks of Ignatian spirituality. The concept of Cura Personalis calls for
individualized attention to the needs of the other; a distinctive respect for their unique
gifts, challenges, and possibilities; and appropriate appreciation for the particular insights
of a person. Originally, this expression was used to describe the roles and responsibilities
of the Jesuit Superior to care for each member in the community. Now, however, the
value is applied more specifically to include the relationship between educators and

7
students in all Jesuit educational institutes. Cura Personalis has become the hallmark of a
Jesuit institute, and the development of the whole person a primary goal. In realizing this
important goal, the Jesuit Secondary Education Association (JSEA, 2011), emphasized
that an Ignatian educator must be a person who cares for the individuals in Jesuit
institutes. In a similar regard, Stronge (2007), when describing the effectiveness of
teachers, stated, “Effective teachers care about their students and demonstrate their care
in such a way that their students are aware of it” (p. 23). Identifying the important need of
caring in schools, Noddings (1992), too, stated, “Caring is the very bedrock of all
successful education and that contemporary schools need to revitalize this aspect in
teaching and learning” (p. 27).
Although accepting the importance of professional competence of teachers,
researchers have emphasized the development of personal qualities of teachers, too. In
this regard, Palmer (1998) asserted, “Good teaching cannot be reduced to technique; good
teaching comes from the identity and integrity of the teacher” (p. 10). Hargreaves and
Fullan (2012) also supported the aforesaid personal qualities of teachers and suggested,
“Teachers need to be directive, influential, caring, and actively engaged in the passion of
teaching and learning” (p. 52). Acknowledging this personal disposition to teaching and
to the mission of school, Vatican II (Pope Paul VI, 1965) also stressed in its document,
Gravissimum Educationis, the critical importance of the Catholic schoolteacher in
determining whether the purposes and undertakings of the Catholic school come to
fruition.
Supporting this general claim, Stronge (2007) stated, “The growing body of
research on TE has reinforced that the characteristics and behaviors of teachers matter in
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teaching, in terms of students’ achievement as well as other desirable outcomes” (p. x).
Stronge (2007) further pointed out, “Teachers have a powerful, long-lasting influence on
their students. They directly affected how students learnt, what they learnt, how much
they learnt, and the ways they interacted with one another and the world around them” (p.
ix). Thus, researchers suggested that students need teachers in schools who can relate to
them and establish a relationship of caring and understanding. The teacher’s attitude of
personal interest in all students enhances teaching and learning in schools. However, the
important question that needs to be addressed is how to develop this vital character of
caring and commitment of teachers. Research on TE and ET around the world has
described various essential qualities for effective teaching, but research on TE in Jesuit
secondary schools in India was nonexistent.
Purpose of the Study
The purpose of this study was to explore the degree of importance that Jesuit
secondary school administrators and teachers attributed to the qualities of teachers
defined by Stronge (2002, 2007) and the Jesuit Schools Network (JSN, 2015a; JSEA,
2011). This study explored which qualities are necessary for ET in Jesuit secondary
schools in India. In addition, the study examined the practices administrators employed in
schools to foster the qualities of effective Jesuit secondary school teachers. This study
also identified the manner in which teachers demonstrated the qualities of ET in their
classrooms through self-reports.
Research Questions
In this study, the researcher asked one overarching research question and four
research subquestions to collect data for the study.
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Overarching Research Question
What are the essential qualities of ideal Ignatian educators working in Jesuit
secondary schools in India to improve high school students’ learning?
Research Subquestions
1. To what extent do administrators and teachers perceive the qualities of
teachers, as defined by Stronge (2002, 2007), to be important for ET in Jesuit
secondary schools?
2. To what extent do administrators and teachers perceive the qualities of an
Ignatian educator, as defined by JSEA (2011) and JSN (2015a), to be
important for ET in Jesuit secondary schools?
3. In what manner(s) do administrators support the qualities of teaching,
identified by Stronge (2002, 2007), JSEA (2011), and JSN (2015a), in their
faculty?
4. In what manner(s) do teachers demonstrate the qualities of teaching, identified
by Stronge (2002, 2007), JSEA (2011), and JSN (2015a), in their classrooms?
Conceptual Framework
This study incorporated two sets of standards for its conceptual framework:
Stronge’s (2002, 2007) book, The Essential Qualities of Effective Teachers, and the JSN
(2015a) document, The Profile of an Ignatian Educator. The six qualities of effective
teachers, described by Stronge (2002, 2007), provided a broad perspective on TE,
whereas the five standards mentioned by the JSN (2015a) offered a comprehensive view
of an ideal Ignatian educator for Jesuit secondary schools. Moreover, the researcher
selected the abovementioned two documents (JSN, 2015a; Stronge, 2002, 2007) as the
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conceptual framework of this study, because they appeared more comprehensive and
extensive than other teacher-effectiveness scales (Danielson, 2006, 2007, 2011; Davis &
Thomas, 1989; Kulsum, 2000; P. Kumar & Mutha, 1999; Lui & Meng, 2009; Marzano,
2007; Ornstein & Lasley; 2000; Puri & Ghakhar, 2010; Zemelman, Daniels, & Hyde,
2012) for the purpose of the present research.
The six qualities of effective teachers described by Stronge (2002, 2007) and the
five qualities of an Ignatian educator highlighted by JSN (2015a) together formed the
conceptual framework for an ideal Ignatian educator in Jesuit secondary schools. The
combined 11 qualities formed the schema for Jesuit secondary school educators’ ET
practices. The schema consisted of the following five qualities of the ideal Jesuit
secondary school educator: (a) mission and vision, (b) profession as a vocation,
(c) personal caring of individuals, (d) collaboration, and (e) academic excellence. Figure
1 presents the combined schema for Jesuit secondary school educator’s best practices.

Figure 1. The combined schema for Jesuit secondary educator’s best practices.
Adapted from Qualities of Effective Teachers, by J. H. Stronge, 2002, Alexandria, VA:
Association for Supervision and Curriculum Development; Qualities of Effective
Teachers, by J. H. Stronge, 2007, 2nd ed., Alexandria, VA: Association for Supervision
and Curriculum Development.
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The Qualities of Effective Teachers (Stronge, 2002, 2007)
Stronge (2002, 2007) conducted an extensive metareview and analysis of more
than 300 studies on effective classroom teaching and developed a framework of the
qualities of effective teachers for at-risk and high-ability students. Stronge’s (2002, 2007)
framework provides educators with a basis for understanding and measuring the qualities
of ET and for improving learning in schools. Stronge’s framework includes six qualities:
(a) prerequisites for effective teaching, (b) teacher as a person, (c) classroom
management and organization, (d) planning and organizing for instruction, (e)
implementing instruction, and (f) monitoring student progress and potential. Table 2
presents the six qualities and corresponding characteristics of effective teachers.
The Profile of an Ignatian Educator (JSEA, 2011/JSN, 2015a)
In 1970, The Society of Jesus (Jesuits) established the JSEA to serve the needs of
Jesuit high schools around the world. Due to a decline in number of Jesuits, most recently
JSEA has shifted its focus to the formation of lay administrators and faculty to advance
the mission of Jesuit education. To accomplish this task of great importance, in the early
1990s, following schoolwide discussions, Michael McGonagle, Vice-Principal for
Ignatian Mission and Identity at Boston College High School, articulated what made a
teacher in a Jesuit high school unique from a teacher at another college preparatory high
school. From several discussions, McGonagle proposed a document, the profile of an
Ignatian educator.
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Table 2
Qualities and Characteristics of Effective Teachers
Qualities

Characteristics

Prerequisites for effective teaching

Verbal ability
Educational coursework
Teacher certification
Content knowledge
Teaching experience

Teacher as a person

Caring
Shows fairness and respect
Interacts with students
Enthusiasm
Motivation
Dedication to teaching
Reflective practice

Classroom management and organization

Classroom management
Organization
Discipline of students

Planning and organizing for instruction

Importance of instruction
Time allocation
Teachers’ expectations
Instructional plans

Implementing instruction

Instructional strategies
Content and expectations
Complexity
Questioning
Student engagement

Monitoring student progress and potential

Homework
Monitoring student progress
Responding to student needs and abilities

Note. Adapted from Qualities of Effective Teachers, by J. H. Stronge, 2002, Alexandria, VA: Association
for Supervision and Curriculum Development; Qualities of Effective Teachers, by J. H. Stronge, 2007, 2nd
ed., Alexandria, VA: Association for Supervision and Curriculum Development.

In the late 1990s, the JSEA discussed the characteristics of an Ignatian educator
with member Jesuit high schools and published an amended version of The Profile of an
Ignatian Educator to support Jesuit charism in Jesuit schools in the United States. The
JSEA further revised this Jesuit document of great significance in 2011, and most
recently, by the JSN (2015a). Acknowledging the growing needs of greater networking
and collaboration among Jesuit schools and Jesuit-sponsored schools in the United States
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and Canada, in 2015, the JSEA was rechristened the JSN. The primary purpose of
renaming the JSEA the JSN was to create a strong network of Jesuit schools for mutual
support and collaboration to ensure quality Jesuit education for all students. The revised
profile of an Ignatian educator by JSN (2015a) consisted of the following five qualities:
(a) caring for the individual, (b) discerning ways of teaching and learning, (c) modeling
Ignatian pedagogy, (d) building community and fostering collaboration, and
(e) animating the Ignatian vision. Table 3 presents the five qualities of Ignatian educators
and their corresponding descriptive characteristics, as defined by JSEA (2011) and JSN
(2015a).
Educational Significance of the Study
This study aimed to contribute to the field of research on TE and ET in India.
Numerous research studies focused on TE around the world, but a void exists in the area
of Jesuit secondary schools in India. This study attempted to fill that gap.
This study intended to offer Jesuit secondary school administrators in India a
research-based portrait of the effective Ignatian educator, based on Jesuit documents and
extensive research on TE. In addition, the data gleaned from administrators’ and teachers’
perceptions of the qualities of the effective Ignatian educator may aid principals in hiring
and developing effective teachers in Jesuit secondary schools. Moreover, this study
provided current data for Jesuit secondary school educators concerning which qualities
contribute to ET in an Indian context. Also, it illuminated areas of strength as well as
areas for development for those who served in Jesuit secondary schools in India.
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Table 3
The Profile of an Ignatian Educator
Qualities

Descriptive Indicators

Caring for the
individual

Helps students become conscious of their well-rounded growth as men and women
serving others
Values students as individuals and treats them with empathy
Demonstrates a willingness and ability to listen, developing mutual trust with students
and colleagues
Seeks to understand adolescent psychology/behavior and the world of the adolescent
Holds students, others, and oneself accountable to reasonable academic and
behavioral expectations

Discerning ways
of teaching and
learning

Collaborates with educators in and beyond the school community to enrich teaching
and learning
Engages in ongoing development as an educator in light of new research, best
practices, and social and cultural changes
Solicits feedback from students and colleagues on the teaching–learning process
Evaluates curricular and instructional programs in light of department goals and
overall mission of the school

Modeling Ignatian
pedagogy

Creates conditions and provides opportunities for the continual interplay of
experience, reflection, and action
Helps students gain the skills to become life-long learners, including fostering
creative and imaginative thinking
Uses a variety of assessments to evaluate a student’s holistic growth
Guides inquiry into subject matter for an awareness and deeper understanding of
significant issues and complex values that impel a person to action
Incorporates into the teaching–learning process advances in technology, the
expanding knowledge of how the brain works, and the increasing awareness of
students’ health and physical well-being

Building
community and
fostering
collaboration

Works in partnership with Jesuit and lay colleagues in planning the education and
formational program to ensure the future of Jesuit education
Engages in honest and respectful dialogue with colleagues on important issues of
Jesuit education professional development
Earns the trust of others and draws on the work and wisdom of others in decision
making, partners with parents/guardians in achieving the school’s educational mission
(as Jesuit work and ministry)
Recognizes and works to overcome prejudices that impede the building of an Ignatian
learning community
Inspires students and colleagues to collaborate with others in seeking the greater good
for all

Animating the
Ignatian vision

Shares and helps shape the school’s vision and mission
Responds to Christ’s call to be a woman or man with and for others
Is knowledgeable of the foundational documents of Jesuit education
Values his/her work as a vocation to the ministry of teaching and works to promote a
faith that works for justice
Is open to the experience of the Spiritual Exercises and engages in ongoing learning
and development in the principles of Ignatian spirituality and pedagogy

Note. Adapted from The Profile of an Ignatian Educator, by Jesuit Schools Network, 2015a, Washington,
DC: Author; The Profile of an Ignatian Educator, by Jesuit Secondary Education Association, 2011,
Washington, DC: Author, retrieved from http://community.jsea.org/mod/resource/view.php?id=502.
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Additionally, most decisively, this study identified teaching qualities aligned with
the vision of St. Ignatius of Loyola, aiming to form Jesuit high school students who are
always open to growth; have attained a fundamental orientation toward God and their
faith; have acquired the capability to move beyond self-interest or self-centeredness and
the ability to accept others as they are; and are committed to working for justice, locally
and universally (JSN, 2015a; JSEA, 2010).
Last, this study was also important for those preparing preservice teacher
candidates at the college and university levels in India. This study may provide university
professors and students with a framework of effective Ignatian secondary educators
grounded in research and Jesuit documents and focused on the spiritual, professional,
personal, communal, and pedagogical dimensions of the Ignatian school educator.
Limitations/ Delimitations of the Study
This study was delimited to Jesuit secondary school administrators and teachers
(N = 107) of four Jesuit secondary schools in Hazaribag Province in India: St. Xavier’s
High School, Bokaro (n = 35), St. Xavier’s High School, Hazaribag (n = 32), Catholic
Ashram High School, Bhurkunda, (n = 12), and St. Joseph’s High School, Latehar
(n = 28). Another delimitation was in its framework, using Stronge’s (2002, 2007)
framework of the qualities of effective teachers and the JSEA (2011) and JSN (2015a)
framework of the profile of an Ignatian educator. Stronge’s framework offered a more
extensive and comprehensive construct of TE than others (e.g., Danielson, 2006, 2007,
2011; Marzano, 2007; Zemelman et al., 2012). The profile of an Ignition educator,
provided by the JSN (2015a) was the second framework for the topic, because the
standards of Ignatian educator derived from Ignatian spiritual exercises (Loyola,
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1548/1992), Ignatian Pedagogical Paradigm (IPP; JSEA, 2005) and other Jesuit
documents, and reflected Jesuit secondary education’s vision and mission vividly.
The study was limited by individual administrators’ and teachers’ perceptions of
what constituted effective teaching or effective teachers, as each principal or teacher
brought a personal interpretation to the framework, thereby potentially providing biased
responses. The research design of survey methodology also could result in additional
limitations to this study, as survey research is constrained by time and respondents’
momentary perceptions at any given day and time.
Definitions of Key Terms
For this research, various terms and concepts used in this paper carried the
following meanings:
Constitution of the Society of Jesus: Constitution of the Society of Jesus is an
analogous term for rules in a Jesuit religious life; specifically, the rules on virtues such as
obedience, chastity, and poverty that support and guide effective living of a religious life
(Martin, 2010).
General congregation (GC): The GC is an international meeting of Jesuits to
discuss issues and concerns related to Jesuit life and governance. (Collaborative Ministry
Office, Creighton University, 2017)
Ignatian educator: An Ignatian educator is a formator (teacher or administrator)
who worked in a Jesuit school (institute) toward the objectives of the Jesuit mission
(JSEA, 2005).
Ignatian pedagogy: Ignatian pedagogy is a teaching pedagogy rooted in the
Spiritual Exercises (Loyola, 1548/1992) of Saint Ignatius of Loyola, the founder of the
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Society of Jesus (Jesuits). This pedagogy provides the ways teachers and administrators
in Jesuit schools accompany students in their all-round growth and development,
according to the values indicated by St. Ignatius of Loyola (JSEA, 2005).
International Commission on the Apostolate of Jesuit Education: The
International Commission of the Society of Jesus assists the Superior General of Jesuits
in the field of education. This commission was established in 1980 and wrote the
document, The Characteristics of Jesuit Education, in 1986 (JSEA, 2005).
Jesuit education apostolate: A work of the Society of Jesus involved Jesuits in
different formal and informal educational activities (JSEA, 2005).
Jesuit province: Jesuit province is an administrative geographic region of the
International Order of the Society of Jesus, demarcated to perform various effective
Jesuit works (IHS Jesuits, 2017)
Jesuit Secondary Education Association (JSEA): An international commission of
Jesuits on the secondary education apostolate established in 1970. The primary purpose
of the commission is to address the unique needs of Jesuit secondary education in the
United States. In 2015, JSEA became the JSN in order to emphasize greater networking
and collaborations among all Jesuit schools plus Jesuit Sponsored schools, nativity,
Christo Rey, etc. in Canada and the United States (JSEA, 2005).
Scheduled Tribe and Scheduled Caste (ST & SC): The Constitution of India
officially designates various groups of historically disadvantaged indigenous people in
the country as STs and SCs. Presently, STs were officially dubbed as Tribals or Adivasis
and SCs are referenced as Dalits (D. Kumar, 1992).
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Society of Jesus vs. Jesuit: Society of Jesus is a Roman Catholic order of religious
men founded by St. Ignatius of Loyola in 1540. The order is well known for its
educational, spiritual, and social works around the world. A member of the Society of
Jesus (S.J.) is called a Jesuit (O’Malley, 1993).
Spiritual exercises: Spiritual exercises were a compilation of meditations, prayers,
and contemplative practices developed by St. Ignatius Loyola to help people deepen their
relationship with God (IgnatianSpirituality.com, 2017).
Summary
Several studies (Bis, 2014; Good & Brophy, 1987, 2010; Hargreaves & Fullan,
2012; Hargreaves & Shirley, 2012; Parker, 1998; Stronge, 2002, 2007; Zemelman et al.,
2012) indicated that teachers were the most essential factor in improving quality of
teaching and learning in every classroom. In addition, several studies (Danielson, 2007,
2011; Darling-Hammond, 2000; Darling-Hammond & Baratz-Snowden, 2007; Guskey,
2000; Hargreaves & Shirley, 2012; Marzano, 2007, 2010; Sahlberg, 2010; Stronge &
Hindman, 2006) suggested that teachers required continuous training and development to
be effective in classrooms. Most importantly, a country such as India, where public
education is still in a developmental stage in many states, should have greater emphasis
on preparing, assisting, and developing quality teachers for ET in every classroom.
Professional development needs of teachers are not merely limited to public education,
but extend to all private education institutions as well.
In the State of Jharkhand, Jesuit education is one of the most prominent private
educational endeavors that extends its services to the underserved and underprivileged
sections (ST and SC) of the state (Tete, 2007; Toppo, 2007). Students from these two
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sections (ST and SC) need teachers who are not only qualified professionally to teach,
but teachers who understood their sociocultural background and who are committed to
giving personal care along with subject knowledge. However, to accomplish a task of
such magnitude and importance requires research-based teacher-effectiveness standards
to train and develop teachers for quality teaching and learning in Jesuit schools in India.
Literature reviewed indicated that various scholars have researched the topic of
TE expansively, but for the purpose of this study, the detailed literature review in Chapter
2 relates to the two conceptual frameworks (JSN, 2015a; Stronge, 2002, 2007). Chapter 2
principally discusses the following: (a) a comprehensive understanding of TE, (b)
Stronge’s (2002, 2007) research on the qualities of effective teachers, and (c) JSEA
(2011) and JSN’s (2015a) studies on the profile of an Ignatian educator.
Chapter 3 presents a detailed outline of the research procedure followed in this
study. Chapter 3 mainly includes the following: (a) research population and sample,
(b) instrumentation, (c) data collection and analysis, and (d) ethical considerations.
Chapter 4 presents the study finding from a survey, classroom observations, and
interviews. Chapter 5, the final chapter, includes a discussion of the findings and
recommendation for future research and practice.
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CHAPTER II
REVIEW OF LITERATURE
Introduction
Educational stakeholders have consistently sought a satisfactory solution to cope
with the quality of education around the world. In their assessments, the quality of
teaching consistently related to the quality of learning and the quality of learning
contributed to students’ success, measured by students’ best grades or successful
graduation. In contrast, Jesuit education always seeks more than merely students’ best
grades; Jesuits envision teaching qualities that formed Jesuit high school students into
adults who were always open to growth; had attained a fundamental orientation toward
God and their faith; had acquired the capability to move beyond self-interest; had grown
in ability to accept others as they were; and were committed to working for justice,
locally and universally (JSN, 2015a; JSEA, 2010).
Concern for the quality of education at all levels has frequently inspired
educational researchers to investigate the factors that constitute effective teaching.
However, researchers described teaching as highly complex work with a multitude of
teaching styles related to many variables affecting student success (Hargreaves & Fullan,
2012; Hargreaves & Shirley, 2012; Sahlberg, 2010; Stronge, 2002, 2007, 2010). The
complexity of the teaching activity has insistently inspired educational researchers to
seek the most appropriate understanding of the components of effective teaching, and
also of students’ successful graduation. Underlining this complexity, Stronge (2010) in
Effective Teachers = Student Achievement: What the Research Says, pointed out,
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Despite the solid evidence on teacher qualities that so many researchers have
assembled over the past several decades, there is no single set of teacher attributes
that we can definitively point to and say; If a teacher has quality X, she will be an
effective teacher. (p. 72)
Educational researchers around the world continue to inquire about which factors
constitute good teaching or how to define an effective teacher for a particular population
of students in their school context.
Questions related to quality teaching and successful student graduation have been
matters of great concern for Jesuit secondary schools in the Hazaribag Province, India.
Thus, this study aimed to respond to this concern from the perspectives of Jesuit
secondary school administrators and teachers in the Hazaribag Province, India. The study
adopted Stronge’s work (2002, 2007), Qualities of Effective Teaching, and JSEA (2011)
and JSN’s (2015a) document, The Profile of an Ignatian Educator, as the two lenses to
examine the teaching qualities that enhance student learning in the Jesuit secondary
schools of Hazaribag Province, Jharkhand, India.
An Overview of the Chapter
The review of literature on the qualities of an effective Ignatian educator is
divided into three sections. Section 1 focuses on secular research about the concept of TE,
the components of effective teaching, and an overview of public/government education in
India. Section 2 details six qualities of effective teachers, developed through Stronge’s
(2007, 2007) research. Section 3 described the five qualities of an Ignatian educator
proposed by the JSN (2015a) and JSEA (1986, 2011). In addition, each section ends with
a brief summary of the topic discussed in that section.
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Teacher Effectiveness (TE) and Effective Teaching (ET)
Over the past several decades, TER has evolved as one of the most significant
research topics around the world. The rapidly growing diverse educational needs and
challenges of students and teachers have led this topic to be researched so often. The
literature reviewed revealed that most of the researchers of TE agreed on the premise that
“effective teaching” did impact students learning leading to a successful graduation (Bis,
2014; Darling-Hammond & Baratz-Snowden, 2007; Day, Sammons, Stobart, Kington, &
Gu, 2007; Good & Brophy, 2010; Guskey, 2000; Hargreaves & Fullan, 2012; Marzano,
2007; Sanders, 1998, 2000; Sahlberg, 2010; Stronge, 2002, 2007). However, despite this
common belief, educational researchers continued to grapple with the task of defining the
factors that constituted ET for students in a particular school context. Additionally, it was
observed that when defining “effective teaching” there were differences of opinions
among educational researchers. Thus, the assorted factors of teachers (educational, social,
personal, and ethical) that constituted TE regularly attracted researchers to investigate the
topic more in-depth.
The Concepts of Teacher Effectiveness (TE) and Effective Teaching (ET)
The literature on teacher-effectiveness research (TER) revealed several studies
that attempted to define TE and identify the characteristics of ET to enhance quality
learning for all students. However, from extant literature reviews on TER, the most
pertinently defined review was by Campbell, Kyriakides, Muijs, and Robinson (2010).
They broadly categorized TE into the following six types:
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1. Operative TE definition—This definition explained effectiveness of
observable teachers’ behaviors perceived during classroom observation of a
typical lesson(s) (Kiess, 2010).
2. Value-added TE definition—This definition emphasized the ability(s) of
teachers to produce gains on student achievement scores (O. Little, Goe, &
Bell, 2009; Sanders, 1998, 2000).
3. Narrow TE definition—This definition underlined the impact on students’
performance of various classroom-process factors such as teaching methods,
teacher expectations, classroom organization, and use of classroom resources.
4. Broad TE definition—This definition included preexisting teacher
characteristics, teacher competence, teacher-performance/behavior, student
learning experience, student behavior or learning outcomes, teacher training,
external teaching context, internal teaching context, and individual student
characteristics
5. Differentiated TE definition—This definition included the consistency of
teacher effects in time stability, subject consistency, differentiation in the
requirements of stakeholders (e.g., students, colleagues, and parents) and
working environments (e.g., school and community) for instructional and
noninstructional roles (Campbell et al., 2004).
6. Total TE definition—This definition included all the nine components
described in Definition 4 and added two other components: teacher evaluation
and professional development. In this study, TE focused on the development
of the total effectiveness of teachers.
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Emphasizing the development of total TE, Hargreaves and Fullan (2012) offered a
new perspective on the teaching profession and an alternative means for developing the
quality of teaching in schools, termed professional capital (PC). Hargreaves and Fullan
described PC as a function of three kinds of capital: human, social, and decision. In
summary, they represented PC in a simple mathematical formula: PC = f (HC, SC, DC).
Where, PC = professional capital, HC = human capital, SC = social capital, and DC =
decision capital.
Hargreaves and Fullan (2012) argued that professional capital did not mean
merely having a good system, but meant having and building a system that was truly
effective for teachers to practice their skills and for students to enhance their knowledge.
Hargreaves and Fullan emphasized the importance of individual as well as collective
efforts, responsibilities to build, and support systems that improved the teaching
profession and students’ achievement.
Sahlberg (2010) underlined the significance of the quality of teacher-preparation
program to transform teaching and effect student learning in schools in Finland. Sahlberg
(2010) highlighted the facets that made Finnish educational reform distinctively
successful and why that has proved to be as an exemplar of educational change for other
nations. Sahlberg pointed out five significant facts of distinctiveness in Finnish
educational reform: (a) self-developed vision of educational and social change, (b) highquality, well-trained teachers, with strong academic and professional qualifications,
(c) an embedded inclusive special-educational strategy at the high school level,
(d) collective responsibility of teachers toward capacity development, and (e) linkage of
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educational reforms to the creative development of economic competitiveness, social
cohesiveness, inclusiveness, and shared community commitments in the wider society.
While addressing the issue of effective school reforms, Marzano (2003), too,
suggested a general framework to understand the characteristics of effective schools and
effective teachers in schools. Marzano (2003) articulated the characteristics of that
framework and categorized characteristics into three types: (a) use of effective
instructional strategies, (b) use of effective classroom-management strategies, and
(c) effective classroom curriculum design. Moreover, Marzano (2007) asserted that the
one factor that emerged as the single most influential component of an effective school
was the individual teachers. To improve quality teaching in schools, Marzano (2007)
suggested a comprehensive framework for effective classroom instruction. Based on 10
instructional questions related to effective teaching, Marzano (2007) provided the
following strategies for effective instruction: (a) setting learning goals, (b) identifying
critical-input experiences, (c) supporting declarative and procedural knowledge,
(d) generating hypotheses and testing, (e) engaging and stimulating students’ on-task
behaviors, (f) establishing respectful classroom rules and procedures, (g) acknowledging
and balancing positive and negative classroom behaviors, (h) establishing and
maintaining effective relationships with students, (i) communicating high expectations
for all, and (j) developing and organizing effective lessons.
When examining the educational needs of the growing heterogeneous classrooms
and differences in learning abilities of students, Good and Brophy (2010) identified two
major issues of quality teaching: lack of satisfaction by teachers and lack of teaching
skills among the teachers. In response to these two critical issues, Good and Brophy
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(2010) attempted to provide some strategic solutions and ways to grow as an effective
teacher. They recommended the following steps to improve teachers in schools: (a) selfevaluation, (b) making explicit plans, (c) individual self-study, (d) developing self-study
groups, and (e) developing a positive perspective.
Mayer (2003) attempted to answer, comprehensively and succinctly, two
fundamental educational psychological questions; how do people learn, and how can
instruction promote learning. Based on research, Mayer identified two aspects that
fostered meaningful education: learning in subject areas and instructional methods. The
researcher recommended that for an effective education, educators attend to these two
factors and develop practical norms in every school for successful teaching and learning.
While analyzing the crises of educational changes around the world, Hargreaves
and Shirley (2012), closely assessed the prominent theories of change in action (Finland,
Singapore, Alberta, Ontario, England, and California), and suggested “the fourth way,”
dubbed Innovation With Improvement, as an alternative for sustainable systemwide
educational change to improve teaching and learning in schools. Underscoring the
importance of shared ownership and the development of collective responsibilities and
purposes, the authors summed theories of change:
Psychotherapists believe that people will find insight and experience personal
growth when they explore their feelings and release their repressions. Alcoholics
Anonymous puts its faith in peer support and the organization’s famous twelve
steps of recovery. Weight Watcher grounds its principles in peer pressure, self-set
targets, transparency of outcomes, and a bit of televised celebrity role modeling as
well. Market-based changes assume that a competitive instinct and the lure of
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external rewards drive people. Opposing theories are premised on the idea that
people can be drawn into change through inspirational leadership, professionally
engaging interactions, success at their work, and support to perform it well.
(Hargreaves & Shirley, 2012, p. 5)
Despite supporting the predominant concerns and premises regarding the quality
of teaching and learning, Marshall (2013), argued that (a) teaching really mattered,
(b) not all teaching was equally effective, (c) teaching quality was unevenly distributed
by class and race, and therefore, (d) achievement gaps across the nation inexorably
widened, day by day. Underlining the premise that “good teaching really matters,”
Marshall (2013) suggested a four-part strategy as a powerful way for school principals to
improve teaching and learning and close the achievement gap: (a) making short,
unannounced classroom visits followed by one-on-one feedback conversations,
(b) participating quite actively in the curriculum-unit planning process, (c) working with
teacher teams to analyze and follow up on interim-assessment results, and (d) using
rubrics for end-of-year teacher evaluation.
In a study about effective learning in every classroom, B. McCarthy (1997)
emphasized the importance of competent teachers, averring effective learning results
from the interplay between two dimensions: perceiving and processing. According to B.
McCarthy, perceiving includes what one feels and thinks about their experiences, where
processing involves reflections on experiences and how one acts on those reflections.
Later, B. McCarthy proposed 4MAT’s learning styles, defined as follows: “In my
definition of learning, the learner makes meaning moving through a natural cycle—a
movement from feeling to reflecting to thinking and, finally, to acting” (1997, p. 5).

28
Guskey (2000) advocated for continuous well-defined teacher-development
programs to enhance students’ learning in schools. For effective staff development and
implementation of new practices, Guskey (2000) recommended staff-development
programs have consistent support for systemic and organizational changes. Highlighting
the importance of staff development in schools, Guskey stated,
At the core of each and every successful educational improvement effort is a
thoughtfully conceived, well-designed, and well-supported professional
development component. Hence, although professional development by itself may
be insufficient to bring about significant improvement in education, it is an
absolutely necessary ingredient in all educational improvement efforts. (2000,
p. 4)
Realizing the need and importance for continuous expansion of knowledge and
skills of staff, Guskey (2000) further stated, “Our knowledge base in education is
growing rapidly, and so, too, is the knowledge base in nearly every subject area and
academic discipline. As these knowledge bases expand, new types of expertise are
required of educators at all levels” (p. 3). Thus, information gleaned from the literature
review suggested that for effective systemwide school improvement, teachers must
continually develop and feel empowered with evolving knowledge on teaching and
learning.
Furthermore, literature reviews on TER identified several components as critical
for development of teachers and ET in schools. While analyzing a shift in TER, Muijs
and Reynold (2003) reviewed the research on TE in the UK, Europe, and the United
States and highlighted the importance of considering multiple factors in teacher effects.
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According to Muijs and Reynold (2003), the multiple factors of TE include the following
characteristics:
1. Teacher activity, outside as well as inside the classroom (a broad range of
teachers’ activities, social, pastoral, welfare dimensions, and management of
other adults, etc.)
2. Curriculum subject (differential effectiveness across various subjects in the
curriculum, or across components)
3. Pupil background factors (teachers differentially promote the cognitive
progress of different groups of pupils according to the background variables
of ability, age, sex, socioeconomic status, and ethnicity)
4. Pupil personal characteristics (teachers differentially promote student learning
according to pupils’ personal characteristics of personality, cognitive learning
style, extent of motivation, and self-esteem)
5. Cultural and organizational contexts of teaching (teachers differentially
respond to the various cultural and organizational contexts in which they work
in various schools, in various departments, etc.)
Lickona and Davidson (2005) proposed a concept and practices of “smart school
= smart student.” To build a smart school, they underlined the importance of equal focus
on the performance and moral character of high school students. They recommended the
integration of academic excellence and ethics as the Power of 1 for success in every high
school. According to Lickona and Davidson, performance character comprises eight
strengths of character (lifelong learner and critical thinker, diligent and capable performer,
socially and emotionally skilled person, ethical thinker, respectful and responsible moral
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agent, self-disciplined person, community person, and spiritual person) and defined moral
character as developing an ethical learning community (students, faculty and staff,
parents, and the wider community).
In a related endeavor, Day et al. (2007), based on a study of 300 teachers in 100
primary and secondary schools in England, recognized five factors as critical to improve
teachers’ capacities in school: (a) systemwide and organizational reculturation to support
teachers’ capacities to be effective; (b) teachers’ well-being and positive professional
identity; (c) effective management of a combination of teachers’ personal, professional,
and situated (work-based) influences; (d) balancing teachers’ commitment, resilience,
and effectiveness; and (e) sustaining and enhancing teachers’ commitment and resilience
for quality and retention.
Day et al. (2007), identified the crucial roles of teachers in the development of
students, and stressed that the quality of teachers as persons mattered in improving TE in
schools. Highlighting this important view, they concluded,
Teachers matter. They matter to the education and achievement of their students
and, more and more, to their personal and social well-being. No educational
reform has achieved success without teachers committing themselves to it; no
school has improved without the commitment of teachers; and although some
students learn despite their teachers, most learn because of them—not just
because of what and how they teach, but, because of who they are as people. (p.1)
Green (2014), too, introduced various skills to explore the intricate science
underlying the art of ET for a new generation of teachers. Primarily focused on
answering questions, Green asked, How do we prepare teachers and what should they
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know before they enter the classroom? How does one get young minds to reason,
conjecture, prove, and understand? What are the keys to good discipline, etc.? In
response to these questions, Green (2014) identified and suggested four practices for
developing effective teachers in every school: (a) effective teachers were clear in their
heads, exhibited enduring conscience, an elastic enthusiasm, and uncommon
commonsense; (b) thought about important issues and also thought about other people’s
thinking; (c) worked together to increase every person’s odds of improving; and
(d) continuously taught themselves how to teach effectively. Green (2014), pointed out
that quality teaching is the most significant factor for educational success: “Standards set
the course, and assessments provided the benchmarks but it was teaching that must be
improved to push us along the path to success” (p. 147).
Slater, Davies, and Burgess (2012) principally undertook an intensive
investigation into the effect of individual teachers on student outcomes and thereby
attempted to determine the variability in teacher quality. Their study confirmed the
findings of previous studies that the quality of teachers mattered greatly in student
performance (Arthur, 2015; Babu & Kumari, 2013; Day, et. al., 2007; Davis & Kennedy,
2009; Hargreaves & Fullan, 2012). Improving the average teacher quality potentially
enhanced the standards of schools. They emphatically recommended that TE was a
central issue in any educational policy.
When evaluating various measures of TE in the United States, Mangiante (2011),
attempted, to first, identify effective and ineffective teachers; second, to target areas in
need of improvement to increase TE; and third, to make decision regarding equitable
distribution of effective teachers. Findings from the study supported prior research
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findings that teachers made a difference in student academic growth (Davies & Kennedy,
2009; Day et. al., 2007; Diwan, 2015; Hanushek, 1992; Hargreaves & Fullan, 2012;
Hargreaves & Shirley, 2012). Mangiante further highlighted that students from lowincome, minority communities attended schools with fewer resources and less qualified
teachers than students in wealthier communities. Mangiante suggested different measures
of TE for low-income, minority schools and advocated that characteristics of effective
teachers in low-income, minority schools included personal beliefs, instructional
practices, interpersonal skills, and professional self-reflection.
Bis (2014) conducted a study in Australia and argued that the “making a
difference” theme in education has evolved beyond three accounts (equity/social justice,
autonomy of schooling, and TE) and certainly beyond an equal accounting of them.
Despite supporting previous studies (Alazzi, 2007; Allington & Johnston, 2000; Arthur,
2015; Carlson & Schroll, 2004; Marzano, 2010; Marzano & Marzano, 2003; Marzano,
Pickering & Pollock, 2005; Mayer, 2003), Bis confirmed that classroom teachers and
their instructional capacities were the only legitimate bases for delivering enhanced and
transformative educational change. The study underscored that TE made the difference in
student achievement to the exclusion of social class and decentralized school
restructuring. Bis further underlined this shift in TE emphasis and explicated that teachers
not only made a difference in student achievement, but were the difference.
An Overview of Public/Government Education in India
Education in India is still in its developing stage and needs massive efforts by all
(political and social) to reach its fullest fruition. Before achieving independence of the
country in 1947, education was meant only for the selected few—the privileged (rich and
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high castes)—and favored boys. For the poor, low castes, girls, and Dalits and Adivasis,
education was a far-distant dream. However, after 1947, with the country’s independence,
education opened accessibility to larger groups of people. Literacy rates steadily climbed
from Independence onward, and in 2009, the Right of Children to Free and Compulsory
Act (RTE, 2009) became the most ambitious policy to date to ensure compulsory and
universal primary education across the nation.
RTE is Indian legislation enacted by the Parliament of India on August 4, 2009.
The RTE reemphasized the country’s efforts of Sarva Shiksha Abhiyan (SSA, the
education for all movement policy, 2000–2001). According to SSA, 2000–2001, India
would provide universal access and retention in elementary education for all and improve
the quality of learning all over the country. The 2000–2001 SSA education policy
interventions added new enthusiasm to elementary education in the country. SSA 2000–
2001 endeavors included opening new elementary schools, adding facilities (such as
classrooms, textbooks, desks, benches, toilets, and drinking water) to existing schools,
and providing periodic teacher training and academic support to improve the quality of
elementary education in the country.
However, to enhance the efforts of SSA 2000–2001, the RTE Act of 2009, came
into force as a “fundamental right” in Indian constitutional law, implemented in 2010
(Stromquist & Monkman, 2014, p. 62). According to RTE, every child has a right to free
and compulsory education until the child has completed an elementary education in a
neighborhood school within 1 to 3 kilometers of their home. Here, the term compulsory
education meant the obligation of the state or central government to ensure compulsory
admission, attendance, and completion of elementary education for all children between
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the ages of 6 to 14. The term free education meant no child was liable to pay any kind of
fee or charges or expenses that might prevent the child from pursuing and completing an
elementary education (Ministry of Human Resource Development, Government of India,
2014). Thus, every child (aged 6 to 14) has a right to a full-time elementary education of
satisfactory and equitable quality in a formal school, thereby satisfying certain essential
norms and standards (Ministry of Human Resource Development, Government of India,
2014).
However, according to SSA 2008–2009 reports, 2.8 million children were still out
of school (8 years after SSA 2000–2001) and Adivasi children in Jharkhand State
accounted for 10.5% of children between 6 and 14 years of age who were not in school
(District Information System for Education, 2012). SSA failed to materialize
satisfactorily in all parts of the country, especially in the remotest terrains, among poor
localities, urban slums, and socially deprived groups (STs, SCs, Backward Classes, etc.).
Thus, RTE 2009 provided a legal framework that entitled all children a free and
compulsory elementary education and a right to an education of equitable quality, based
on principles of equity and nondiscrimination. However, in fact, many children in
southern states, particularly in the State of Tamilnadu, where the caste system was still
strongly prevalent, had no admission to elite private schools because they belonged to
backward castes (Bajaj, 2012). In contrast, in northern, northeastern, and eastern states,
due to extreme poverty, illiteracy, and hilly terrains, many children still needed to have
schools. Thus, the country still needs schools closer to students to have fully realized the
important elements of RTE 2009. In summary, the main features of RTE 2009 are
summarized as follows:
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1. “Every child between the ages of 6 to 14 years has the right to free and
compulsory education. This is stated as per Article 21A added by the 86th
Constitutional Amendment Act. The RTE seeks to give effect to this
amendment” (RTE, 2009, para 1).
2. “The government schools shall provide free education to all the children and
the schools will be managed by School Management Committees (SMC).
Private schools shall admit at least 25% of their children in their schools
without any fee” (RTE, 2009, para 2).
3. “The National Commission for Elementary Education shall be constituted to
monitor all aspects of elementary education including quality (RTE, 2009,
para 3).
4. The National Commission for the Protection of Child Rights shall review the
safeguards for rights provided under this Act, investigate complaints, and have
the powers of a civil court in trying cases (RTE, 2009, para 39).
5. A State Commission for protection of Child Rights or the Right to Education
Authority is to be constituted within six months from April 01, 2010 (RTE,
2009, para 40).
However, when tracking backward the advancement of education in India, it was
evident that the country passed through a long history of hard work and struggles to
arrive at RTE 2009. Until independence, education in India was mostly viewed as a
“Guru-Disciple,” or a one-on-one, system of learning. Student(s) stayed at a teacher’s
house and acquired knowledge, skills, and virtues needed for a meaningful life. However,
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as time passed, education in India witnessed several phases of reform. The most common
phases of educational reform in India were as follows:
1. Vedic Period: Guru-Shishya parampara (teacher-disciple system)
2. Phase 1: 1890 to 1940 (Colonist education)
3. Phase 2: 1940 to 1960 (Early educational reform)
4. Phase 3: 1960 to 1980 (Universalization of education)
5. Phase 4: 1980 to 2000 (Science education)
6. Phase 5: 2000 to present (privatization of education; Bhatnagar, 2004; Dash,
2000, Ghosh, 2007)
Moreover, TE in India is a recently developing phenomenon. Despite emphasis on
training teachers for quality education in the National Policy on Education (NPE) 1968
and 1986, the NPE has not yet yielded commendable impact on the quality of education.
Nevertheless, acknowledging the important role of teachers in quality education, the NPE
stated,
Of all the factors, which determine the quality of education and its contribution to
national development, the teacher is undoubtedly the most important. It is on his
personal qualities and character, his educational qualifications and professional
competence that the success of all educational endeavors must ultimately depend.
(Ministry of Human Resource Development, 1968, p. 39)
The NPE (Ministry of Human Resource Development, 1968, 1986, 1992), with a
view to improve the quality of teaching, designed a comprehensive educational
administration and supervision structure in the country (see Figure 2). The proposed
structure of educational administration in India continues to function, but has very little
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effect on the quality of education. This is evident in the majority Adivasi states, such as
Jharkhand, Orissa, Chhattisgarh, Assam, Manipur, and Mizoram.
Ministry of Human Resource Development (MHRD)

National Council of
Teacher Education
(NCTE)

Secondary Teachers Education
Institutions, Colleges of Teacher
Education (CTEs) and Institutes of
Advanced Study in Education (IASEs)

National Council of
Educational Research
and Training (NCERT)

State Councils of Educational Research and Training (SCERTs)

District Institutes of Education and Training (DIETs)

Block Level Institutes of Teacher Education (BLITEs)/Block Resource Center (BRC)

Cluster Level Resource Center (CLRC)/Cluster Resource Center (CRC)

Figure 2. An overview of education administration and supervision structure in India.
Furthermore, in recent times, the country has been pondering not only universal
access in general, but also, universal access to a quality education for all. Due to the
privatization of education in India, a huge gap in the quality of education emerged
between private and public (government) educational institutions. Most private education
institutions are better equipped than public education institutions to deliver high-quality
education. In contrast, most public educational institutions (primary, secondary, and
college) still lack basic infrastructural facilities (buildings, laboratories, libraries, and
sanitation), resources, political will and interest, and quality personnel to administer and
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teach. This is specifically evident in the State of Jharkhand in primary and secondary
education.
Teacher Effectiveness Studies in the Indian Context
Reviewed literature revealed a considerable number of TE studies conducted in
Indian schools in various parts of the country. One such earliest study was by Sharma
(1971), who investigated the relationship between characteristics possessed by teachers
and TE. In that study, diverse capabilities and abilities of teachers surfaced as a sound
predictor of TE. In a similar vein, Chhaya (1974), while investigating the psychological
characteristics of effective teachers, reported the following findings: (a) effective teachers
had significantly better personality adjustment and more favorable attitude toward
teaching than ineffective teachers, and (b) effective teachers were significantly more
emotionally stable than ineffective teachers.
Kaul (1974) used factor analysis to investigate personal traits of secondary school
teachers and reported four important traits that contributed to teaching effectiveness: selfconfidence, ability, perseverance, and calmness. Similarly, while attempting to identify
the attitudinal, motivational, and personality factors of effective teachers Mutha (1980)
noted that gender, professional training, nature of schooling, and income level were
significant factors differentiating effective teachers from ineffective ones.
Singh (1991) attempted to show a relationship between teaching effectiveness and
creativity and intelligence. Singh found that teaching effectiveness positively related with
characteristics such as fluency, flexibility, and originality. Anyalewechi (1994), too, tried
to identify characteristics and factors of effective teachers that influenced TE. Study
findings included the following characteristics of effective teachers: understanding
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students, managerial skills, planning education, instructional methods, administrative
support, and personal qualities.
In a particularly focused study, K. Kumar (1999) studied TE among SC and nonSC teachers in Punjab, India. In the study, K. Kumar reported the following findings:
(a) caste had no significant effect on TE, irrespective of teaching aptitude and ideal selfconcept; (b) a significant difference existed in teachers with varying levels of teaching
aptitude; and (c) teachers with high aptitude and ideal self-concept were more effective.
Raj (2000), too, studied TE of secondary teachers in relation to motivation to work and
job satisfaction in Shimla District, Himachal Pradesh, India. In that study, TE positively
correlated with the level of motivation to work. Likewise, Kagathala (2002) found that
secondary school teachers in Gujarat, India had highly creative personalities and were
more effective than teachers having less creative personalities.
While discussing inclusive education for diverse population of students, Verma
(2010) pointed out that inclusive classrooms teachers needed to learn pedagogical
strategies such as reflective practice and practical competencies to facilitate effective
learning of all students. Diwan (2010), too, while addressing the learning needs of
disadvantaged groups of the society (STs and SCs), emphasized the following
characteristics of competent teachers: feeling of empathy and compassion, content
knowledge, and strong communication skills. In addition, supporting previous findings,
Hameed and Manjusha (2010) reported that teaching styles and organizational culture
had a significant bearing on TE.
In a study on teachers’ beliefs and expectations toward marginalized children,
Namrata (2011) reported that most teachers doubly marginalized children of underserved
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groups and had no educational expectations from them in classroom settings. In a
conclusion, Namrata recommended inclusive and sensitive teacher-training programs in
India to prepare teachers for efficient teaching in every classroom.
Ramachandran, Bhattarcharjea, and Sheshagiri (2008), while explaining the
challenges in elementary teachers’ everyday practices, recommended strategic steps for
developing quality teachers in India: (a) create hubs for a learning community of teachers
and educators, (b) bring teacher education into the ambit of higher education,
(c) advocate for autonomous academic-standard setting, and (d) advocate for the
professionalization of elementary education. The National University of Educational
Planning and Administration (2016), in a recent report entitled Teachers in the Indian
Education System: How We Manage the Teacher Work Force in India, pointed out
deployment and in-service professional development of teachers are two decisive factors
that impact teachers’ classroom performance.
Recognizing the importance of designing and supporting equitable education in
India, K. Kumar (2004) attempted to discuss the following three key questions: (a) What
is worth teaching, (b) How should it be taught, and (c) How are the opportunities for
education distributed? In this discussion, Kumar (2004) underscored teachers as vital
agents for developing, delivering, and transferring curriculum content in the most
meaningful ways to students. Moreover, while reviewing the concept of “quality” in
education in Indian context, K. Kumar (2009) underlined empowerment of teachers as an
essential aspect.
Child-centeredness can hardly be disseminated as a slogan, nor can joyful
learning take place unless teachers are given a theoretical understanding and self-
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confidence to sustain the recommended pedagogy, and not merely exhorted or
pressurized to follow it for the sake of certain outcomes. (p. 20)
Similarly, in the most recent study about beliefs and practices of learner-centered
education in India, Brinkmann (2016) underscored teachers as key factors of educational
reforms.
For educational reform that is sustainable and emancipatory for both teachers and
learners in India, the goal is to empower teachers as rational agents, who
themselves see their primary purpose as teachers to contribute to their students’
learning and liberation, and who understand the purpose behind using different
pedagogical strategies at different times in ways that best support this goal.
(Brinkmann, 2016, p. 238)
While researching the practices of child-centered education in India, Sriprakash (2012),
too, pointed out that the teacher as a facilitator impacted student learning more than being
an authoritarian administrator. Sriprakash recommended that successful pedagogic
reform in India required the development of teachers with qualities such as being
personal, committed, maternal, democratic, and reflexive.
Summary of Research on Teacher Effectiveness and Effective Teaching
Thus, the literature on TER explicitly underlined the significant roles of teachers
and importance of considering multiple factors of teachers in students’ effective learning.
The TER literature specifically pointed to teachers as vital factors in school development,
and in particular, in enhancing quality learning for students (Good & Brophy, 2010
Danielson, 2011; Darling-Hammond, 2000; Hargreaves & Fullan, 2012; Marzano, 2010;
Sahlberg, 2010 Sanders, 1998, 2000; Stronge, 2002, 2007). In addition, the literature on

42
TER convincingly pointed out that one size cannot fit all. Although the literature offered
diverse factors that constituted effective teaching, it was important to note what Bis
(2014) pointed out regarding TER,
Teacher effectiveness across teachers varies so that if teachers are to make the
difference, remembering that not all “teachers are effective, not all teachers are
experts, and not all teachers have powerful effects on students,” then identifying
“the ways that teachers differ in their influence on student achievement” matters.
(p. 121)
Furthermore, the TER literature suggested the need and importance of a continuous
exploration of the topic to understand and identify the intricate art and science of teaching
to educate all students holistically in every school.
James H. Stronge and Qualities of Effective Teachers
Similar to many TE researchers, Stronge (2002, 2007) conducted a meta-analysis
to offer a comprehensive framework for improving TE. In the study, Stronge (2002,
2007) included more than 3,000 students and teachers in the United States to determine
the factors that constituted ET and supported student learning. From the results of that
study, Stronge (2002, 2007) identified six domains of TE as noteworthy frameworks for
developing effective teachers: (a) prerequisites for effective teaching, (b) teacher as a
person, (c) classroom management and organization, (d) planning and organization for
instruction, (e) implementing instruction, and (f) monitoring student work and potential.
For the purpose of this study, the first domain—Prerequisites for ET—was not
included in the literature discussion because that was considered a self-explanatory basic
domain for ET and an exhaustive investigation of the domain was not possible. The
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literature discussion is limited to the remaining five domains of effective teachers
identified by Stronge’s (2002, 2007) research. Tables 4–8 outline five qualities and their
corresponding characteristics and indicators.
Table 4
Characteristics and Indicators of the “Teachers as a Person” Quality of Effective
Teachers
Characteristic

Indicators

Caring
Exhibits active listening
Shows concern for students’ emotional and physical being
Displays interest in and concern about students’ lives outside school
Creates a supportive and warm classroom climate
Shows fairness and respect
Responds to misbehavior on an individual level
Prevents situations in which a student loses peer respect
Treats students equally
Creates situations for all students to succeed
Shows respect for all students
Interactions with students
Maintains professional role while being friendly
Gives students responsibility
Knows students’ interests both in and out of school
Values what students say
Interacts in a fun, playful manner
Jokes when appropriate
Enthusiasm
Shows joy for the content material
Takes pleasure in teaching
Demonstrates involvement
Table continues
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Characteristic

Indicators

Motivation
Maintains high quality work
Returns student work in a timely manner
Provides students with meaningful feedback
Dedication to teaching
Possesses a positive attitude about life and teaching
Spends time outside school to prepare
Participates in collegial activities
Accepts responsibility for student outcomes
Seeks professional development
Finds, implements, and shares new instructional strategies
Reflective practice
Knows areas of personal strengths and weaknesses
Uses reflection to improve teaching
Sets high expectations for personal classroom performance
Demonstrates high efficacy
Note. Adapted from Qualities of Effective Teachers, by J. H. Stronge, 2002, Alexandria, VA, Association
for Supervision and Curriculum Development; Qualities of Effective Teachers, by J. H. Stronge, 2007, 2nd
ed., Alexandria, VA: Association for Supervision and Curriculum Development.
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Table 5
Characteristics and Indicators of the “Classroom Management and Organization”
Quality of Effective Teachers
Characteristic

Indicators

Classroom management
Uses consistent and proactive discipline
Establishes smooth transitions and continuity of classroom momentum
Balances variety and challenge in student activities
Multitasks
Is aware of all activities in the classroom
Anticipates potential problems
Uses space, proximity, or movement around the classroom for nearness to trouble spots and to
encourage attention
Organization
Handles routine tasks promptly, efficiently, and consistently
Prepares materials in advance and has them ready to use
Organizes classroom space efficiently
Discipline of students
Interprets and responds to inappropriate behavior quickly
Implements rules of behavior fairly and consistently
Reinforces and reiterates expectations for positive behavior
Uses appropriate disciplinary measures
Note. Adapted from Qualities of Effective Teachers, by J. H. Stronge, 2002, Alexandria, VA, Association
for Supervision and Curriculum Development; Qualities of Effective Teachers, by J. H. Stronge, 2007, 2nd
ed., Alexandria, VA: Association for Supervision and Curriculum Development.
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Table 6
Characteristics and Indicators of the “Planning and Organizing for Instruction” Quality
of Effective Teachers (Stronge, 2002, 2007)
Characteristics

Indicators

Importance of instruction
Focuses classroom time on teaching and learning
Links instruction to students; real-lie situations
Time allocation
Follows a consistent schedule and maintains procedures and routines
Handles administrative tasks quickly and efficiently
Prepares materials in advance
Maintains momentum within and across lessons
Limits disruptions and interruptions
Teachers’ expectations
Sets clearly articulated high expectations for self and students
Orients the classroom experience toward improvement and growth
Stresses student responsibility and accountability
Instructional plans
Carefully links learning objectives and activities
Organizes content for effective presentation
Explores student attention span and learning styles when designing lessons
Develops objectives, questions, and activities that reflect higher and lower-level cognitive skills
as appropriate for the content and the students
Note. Adapted from Qualities of Effective Teachers, by J. H. Stronge, 2002, Alexandria, VA, Association
for Supervision and Curriculum Development; Qualities of Effective Teachers, by J. H. Stronge, 2007, 2nd
ed., Alexandria, VA: Association for Supervision and Curriculum Development.
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Table 7
Characteristics and Indicators of the “Implementing Instruction” Quality of Effective
Teachers
Characteristics

Indicators

Instructional strategies
Employs different techniques and instructional strategies such as hands-on learning
Stresses meaningful conceptualization, emphasizing the students’ own knowledge of the world
Suits instruction to students’ achievement levels and needs
Uses a variety of grouping strategies
Content and expectations
Sets overall high expectations for improvement and growth in the classroom
Gives clear examples and offers guided practice
Stresses student responsibility and accountability in meeting expectations
Teachers metacognitive strategies to support reflection on learning progress
Complexity
Is concerned with having students learn and demonstrate understanding of meaning rather than
memorization
Holds reading as a priority
Stresses meaningful conceptualization, emphasizing students’ knowledge of the world
Emphasizes higher order thinking skills in math
Questioning
Asks questions that reflect type of content and goals of the lesson
Varies question type to maintain interest and momentum
Prepares questions in advance
Uses wait time during questioning
Student engagement
Is attentive to lesson momentum, appropriate questioning, and clarity of explanation
Varies instructional strategies, types of assignments, and activities
Leads, directs, and paces student activities
Note. Adapted from Qualities of Effective Teachers, by J. H. Stronge, 2002, Alexandria, VA, Association
for Supervision and Curriculum Development; Qualities of Effective Teachers, by J. H. Stronge, 2007, 2nd
ed., Alexandria, VA: Association for Supervision and Curriculum Development.
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Table 8
Characteristics and Indicators of the “Monitoring Student Progress and Potentials”
Quality of Effective Teachers
Characteristics

Indicators

Homework
Clearly explains homework
Relates homework to the content under study and to student capacity
Grades, comments on, and discusses homework in class
Monitoring student progress
Targets questions to lesson objectives
Thinks through likely misconceptions that may occur during instruction and monitors students for
these misconceptions
Gives clear, specific, and timely feedback
Reteaches students who did not achieve mastery and offers tutoring to student who seek additional
help
Responding to student needs and abilities
Monitors and assesses student progress
Uses data to make instructional decision
Knows and understands students as individuals in terms of ability, achievement, learning styles,
and needs
Note. Adapted from Qualities of Effective Teachers, by J. H. Stronge, 2002, Alexandria, VA, Association
for Supervision and Curriculum Development; Qualities of Effective Teachers, by J. H. Stronge, 2007, 2nd
ed., Alexandria, VA: Association for Supervision and Curriculum Development.

Quality 1: Teacher as a Person
Ornstein and Lasley (2000) claimed that personal qualities, such as respectfulness,
fairness, caring, compassion, enthusiasm, and motivation of teachers did not matter in the
academic performance of students. They further asserted that personal qualities of
teachers constituted a “fuzzy” domain and did not relate to student learning in anyway.
However, in contrast, considerable numbers of studies (Good & Brophy, 1987, 2010;
Marzano, 2003; Noddings, 2005; Stronge, 2002, 2007, 2010; Walker, 2008) suggested
that personal qualities of teachers were equally essential to other academic qualities for
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effective teaching. Most importantly, researchers (Boyle-Baise, 2005; Good & Brophy,
2010; Hamre & Pianta, 2005; Lickona & Davidson, 2005; Noddings, 1992, 2005, 2006;
Parker, 1998, 2007; Pressley, Raphael, Gallagher, & DiBella, 2004; Stronge, 2002, 2007,
2010) unanimously agreed that the personal qualities of teachers did significantly impact
the learning of all students, but in particular, at-risk students, at all levels of education.
Significantly, Stronge’s (2002, 2007) several studies recognized that teachers as
caring persons made cognizant effort to bring out the best from their students through
affirmation and encouragement in their classrooms. Stronge’s (2002, 2007) studies found
teacher as a person to be a decisive factor for ET and further underlined the following six
characteristics of a teacher as a person: (a) caring, (b) fairness and respect,
(c) interactions with students, (d) enthusiasm and motivation, (e) attitude toward teaching,
and (f) reflective practice. Moreover, Stronge (2002, 2007) and Stronge, Ward, and Grant
(2011), in their studies, reported that effective teachers consistently demonstrated a
convincing quality of caring. Summing up the findings from studies, Stronge (2002,
2007) noted that teachers who cared practiced sympathetic listening, understood concerns
and questions of individual students, and were more effective in their classrooms than
those who were termed as uncaring.
According to Stronge (2002, 2007) effective teachers always emphasized,
modeled, and practiced fairness and respect in their teaching. Stronge further noted that,
along with caring, effective teachers were consistently involved in intellectual and social
interactions with students. Effective teachers regularly acted as motivational leaders in
their classrooms and outside the classroom. They always had positive effects on their
students’ willingness to work to their potential and beyond. Thus, Stronge concluded by
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emphasizing the view that effective teachers carefully reviewed their teaching processes
and thoughtfully tailored them according to the needs of their students for effective
learning of content.
Subsequent Research on Teacher as a Person
Remarkably, literature on TE revealed several studies that supported personal
qualities of teachers in ET and learning. While analyzing what conventional instruction
worked best for students, Bloom (1984) highlighted differences in the ways teachers
interacted with differently abled students, which affected student learning greatly. Bloom
identified differences in approaches and expectations of teachers, which caused a gap in
student learning and emphasized the importance of consistent and impartial interactions
between teachers and students to enhance effective learning of all students.
In several studies, students reported that effective teachers cared about them,
showed respect for their individual differences, and treated them with fairness (Cassidy &
Bates, 2005; Ferreira, 2000; Patrick & Smart, 1998). In support of this finding, teachers,
too, affirmed that caring about and respecting students was among the most important of
their teaching responsibilities (Korkmaz, 2007). Emphasizing the personal qualities of
respect and fairness, Suldo et al. (2009) investigated teacher practices that positively and
negatively influenced students’ perceived social well-being and reported that fairness was
among the 12 positive themes that emerged from student reports.
Dolezal, Welsh, Pressley, and Vincent (2003) asserted that teachers in highly
engaged classrooms frequently displayed supportive motivational practices that included
dynamic presentations, challenging thinking, engaging in relevant activities, frequent
feedback, and positive attention for each student. Allen, Witt, and Wheeless (2006), too,
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found that certain teacher behaviors such as caring, respecting, and motivating
significantly related to effective learning, which in turn related to cognitive learning.
In a study that focused on the learning of at-risk students, Burchinal, PeisnerFeinberg, Pianta, and Howes (2002) identified positive teacher–student interactions as an
important support for students considered to be at risk of failing or withdrawing. The
study further reported that emotional support through interactions with at-risk students
was vital for students’ well-rounded development. In a qualitative study, Walker (2008)
asked preservice teachers to identify the qualities of teachers who had the greatest impact
on their lives and learning. From the collected responses, Walker identified 12 qualities
of effective teachers of which nine focused on teacher being a caring, loving, and
motivating person.
When trying to identify teachers’ effective classroom behaviors, William (2011)
reported that when fairness was absent, an unhealthy psychological classroom
environment emerged, hindering student achievement. Further, “effective teachers exhibit
behaviors that not only demonstrate fairness, but more importantly, they show students a
deliberate intent to prevent or correct unfairness that may occur in the classroom” (p. 29).
While investigating the perceptions of Catholic high school principals regarding the ideal
Catholic schoolteacher in the United States, Henning (2015), too, reported that effective
teachers characteristically demonstrated an affective approach to their teaching.
Thus, at-risk students specifically, while being treated equally, desired to be
accepted and appreciated for their individual talents and qualities. Therefore, teachers
possessing a considerable number of positive personal qualities helped preserve and
reinforce students’ sense of dignity and made a difference in their lives. Furthermore, this

52
characteristic, in turn, restored all students’ respect and potential, leading to effective
learning. Many researchers supported Stronge’s notion of quality teacher as a person
(Alazzi, 2007; Allen et al., 2006; Banfield, Richmond, & McCroskey, 2006; Barney,
2005; Beishuizen et al., 2001; Bruce & Ross, 2008; Burchinal et al., 2002; Cassidy &
Bates, 2005; Comadena, Hunt, & Simonds, 2007; Davis, 2006; Dolezal et al., 2003;
Ferreira, 2000; Furer & Skinner, 2003; Gareis & Grant, 2008; Good & Brophy, 1987;
Hamre & Pianta, 2001, 2005; Hayes, Ryan, & Zseller, 1994; Hudson, 2007; Hughes,
Cavelle, & Wilson, 2001; Jay, 2003; Johnson-Leslie, 2007; Karsenti & Thibert, 1995;
Kunter et al., 2008; Long & Hoy, 2005; Lumpkin, 2007; Midgley, Feldlaufer, & Eccles,
1989; Murdock, Miller, & Kohlhardt, 2004; Murray, Ma, & Mazur, 2008; Noddings,
2005, 2006; Ostorga, 2006; Otteson, 2007; Patrick, Hisley, & College, 2000; Patrick &
Smart, 1998; Pressley et al., 2004; Rodgers, 2002; Rutherford, 2009; Schulte, Slate, &
Onwuegbuzie, 2008; Silver, Measelle, Armstrong, & Essex, 2005; Spalding & Wilson,
2002; Suldo et al., 2009; Teven, 2001, 2007; Teven & Hanson, 2004; Valli, 1997; Walker,
2008; Walls, Nardi, Von Minden, & Hoffman, 2002; Wentzel, 1997).
Quality 2: Classroom Management and Organization
ET inseparably aligned with the academic performance of students. Studies
reviewed reported that the physical and psychological environment of the classroom
greatly impacted student learning. Thus, for teachers to be effective in classrooms, they
must possess the ability to efficiently and effectively manage and organize classes and
make them conducive to maximum student learning.
Stronge (2002, 2007) recognized teachers’ ability to manage and organize the
classroom as the second important factor of effective teaching. Emphasizing classroom-
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management quality, Stronge (2002, 2007) stated, “effective teachers are proactive about
student behavior, and they involve students in the process of establishing and maintaining
rules and routines in their classrooms” (p. 40). Stronge (2002, 2007) noted the following
three characteristics of effective classroom management and organization abilities of
teachers: (a) classroom management, (b) classroom organization, and (c) expectations for
student behavior.
Subsequent Research on Classroom Management and Organization
Numerous studies suggested that teachers who emphasized structure in their
classrooms were more effective than those who did not (Cameron, Connor, Morrison, &
Jewkes, 2008; Stronge et al. 2008; Zahorik, Halbach, Ehrle, & Molnar, 2003). Muijs and
Reynolds (2001), too, reported that the type of instruction a teacher planned to use
strongly dictated the manner in which the classroom would be organized. Torff and
Sessions (2005) informed that principals perceived deficient classroom-management
skills to be a significant indicator of teacher ineffectiveness.
Supporting classroom discipline, Ingersoll (2001) found that stress created by
discipline problems was an important factor for teachers who chose to leave the teaching
profession. In another study, Doherty and Hilberg (2007) discovered that classrooms that
were organized in a manner that allowed for simultaneous and diversified instruction led
to larger achievement gains for all students. Considering classroom management ability
as important factor of effective teaching, Marzano and Marzano (2003) described an
effective classroom manager as the one who balanced personal dominance with
cooperation with students. William (2011), too, averred that effective teachers used a
variety of proactive and reactive strategies to minimize misbehavior and maximize
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engagement. Henning (2015) added that teachers with superior classroom-management
skills were more effective in implementing instruction.
Thus, several researchers supported Stronge’s (2002, 2007) claim that the abilities
of teachers to manage and organize classroom instruction did minimize students’
misbehavior and maximize learning. Key researchers supported Stronge’s (2002, 2007)
view of quality classroom management and organization (Cameron, Connor, & Morrison,
2005; Cameron, Connor, Morrison, & Jewkes, 2008; Davis & Thomas, 1989; Doherty &
Hilberg, 2007; Good & Brophy, 1987; Goodlad, 2004; Ingersoll, 2001; Lewis, Romi, Qui,
& Katz, 2005; S. G. Little & Little-Akin, 2008; Marzano & Marzano, 2003; Muijs &
Reynolds, 2001; Rock, 2005; Shogren, Faggella, Bae, & Wehmeyer, 2004; Stronge et al.,
2008; Torff & Sessions, 2005; Zahorik et al., 2003).
Quality 3: Planning and Organizing for Instruction
Planning and organizing content for instruction was shown to be an important
activity in accomplishing learning objectives. Setting appropriate learning goals was
considered an essential element in effective classroom instruction. Stronge (2002, 2007)
underlined this insight stating,
The effective teacher recognizes academic instruction as central to his or her role.
This focus on instruction guides not only the teacher’s own planning and
classroom behavior, but also comes across clearly to students and represents the
major element in a robust learning environment. (p. 53)
Stronge (2002, 2007) further proposed four characteristics of effective planning
and organizing for instruction: (a) focusing on instruction, (b) maximizing instructional
time, (c) expecting students to achieve, and (d) planning and preparing for instruction.
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Subsequent Research on Planning and Organizing for Instruction
Ornstein and Lasley (2000) suggested that well-defined and established lesson
objectives often resulted in effective classroom instruction. Underlining the importance
of clear and definitive learning goals, Marzano (2007) described learning objectives as
critical pointers that guided what students would know or be able to do at the end of
lessons. Planning for classroom instruction always involves decisions about what to teach,
how to teach, and how to assess students’ activities to maximize learning. In this regard,
Gareis and Grant (2008) highlighted teachers’ ability to accurately measure student
learning as an integral component of planning.
In another study, Fisher (2009) stressed the significance of instructional planning,
reporting that students spent about 65% of class time either listening to the teacher or
waiting for something to happen. Supporting well-planned classroom instruction,
Panasuk, Stone, and Todd (2002), too, suggested that a well-organized and thoughtfully
constructed lesson plan helped teachers become more effective leaders in their
classrooms and enabled them to make more efficient use of class time.
Taylor, Pearson, Clark, and Walpole (2000) explored factors related to reading
achievement in early grades and found that effective teachers were able to keep students
on-task more than moderately effective and ineffective teachers. Supporting this notion
further, Good and Brophy (1987) emphasized that learning achievement of students was
less dependent on allocated time than on engaged time. In addition, William (2011)
pointed out that the beliefs teachers had about their students’ abilities profoundly affected
teacher and student performance. On this matter, Rubie-Davies, Hattie, and Hamilton
(2006), while studying ethnically diverse students in New Zealand, found that ethnicity
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had a profound effect on teacher expectations. Supporting this notion, McKnown and
Weinstein (2002) opined that students who were the targets of negative stereotyping were
likely to verify teachers’ underestimates of their ability, and this trend increased with the
age of the student.
Thus, research supported that effective planning and organizing for instruction
was a significant factor in effective teaching. Key researchers supported Stronge’s (2002,
2007) concept of quality planning and organizing for instruction (Au, 2007; Auwarter &
Arugete, 2008; Baker, Fabrego, Galindo, & Mishook, 2007; Benner & Mistry, 2007;
Cotton, 2001; David, 2008; Dee, 2007; English, 2000; Fisher, 2009; Good & Brophy,
1987; Huyveart, 1998; McKnown & Weinstein, 2002; Panasuk et al., 2002; Rosenthal &
Jacabson, 1968; Rubie-Davies et al., 2006; Taylor et al., 2000; Viadero, 2008).
Quality 4: Implementing Instruction
Most 21st-century classrooms around the world witness culturally, socially,
religiously, and ethnically diverse students. When each individual student comes to
school with varied background, interests, and abilities, a one-size-fits-all approach to
teaching is unethical and ineffective. Comprehending these differences, Stronge (2002,
2007) stated, “Students whose teachers develop and regularly integrate inquiry-based
problems, hands-on learning activities, critical thinking skills, and assessments into daily
lessons consistently outperform their peers” (p. 67). Stronge (2002, 2007) identified the
following six effective ways of implementing instruction: (a) instructional strategies,
(b) adapting instruction, (c) content and teacher expectations, (d) complexity,
(e) questioning, and (f) student engagement.
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Subsequent Research on Implementing Instruction
Several studies marked classroom practices as one of the important factors that
supported student achievement (Carlson, Lee, & Schroll, 2004; Farkas, 2003; Lovelace,
2005; Wenglinsky, 2004). Wenglinsky (2004) rightly pointed out that teachers trained in
individualizing instruction and teaching special populations often met the needs of
students and proved effective in classrooms. In a similar vein, Stronge et al. (2008)
argued that teachers who employed an extensive variety of instructional strategies often
proved effective in meeting the needs of all students. A meta-analysis study by Lovelace
(2005) concluded that instruction that accommodated diverse learning styles of students
produced significant effect sizes in academic achievement. In an experimental study,
Farkas (2003) determined that a multisensory approach to teaching led to higher
achievement and increased empathy among middle school students.
When examining the learning gap among at-risk students, Dunn et al. (2009)
reported that mean achievement increased nearly one standard deviation when teachers
accommodated their classroom instruction to different learning styles of students.
Similarly, many studies reported that instruction based on learning styles produced
significant increases in student achievement (Farkas, 2003; Kaya, Dogan, Gokcek, Kilik,
& Kilik, 2007; Lovelace, 2005).
Another characteristic of effective teachers highlighted was student engagement,
closely linked to academic achievement (Akey, 2006; Guthrie et al., 2004; Park, 2005).
Several researchers confirmed that effective teachers often made instruction relevant to
real-world problems to increase student learning (Shroeder, Scott, Tolson, Huang, & Lee,
2007; Wenglinsky, 2004). Similarly, Connor, Jakobsons, Crowe, and Meadows (2010)
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found that classrooms in which teachers provided differentiated instruction yielded higher
engagement leading to an increase in student learning. Connor et al. further stressed that
effective teachers fostered a learning environment that promoted active student
engagement and learning.
Thus, numerous studies confirmed that effective teachers knew their students’
learning styles and accordingly tailored instructional strategies to maximize student
learning. Key researchers supported Stronge’s (2002, 2007) notion of quality
implementing instruction (Akey, 2006; Bitter, O’Day, Gubbins, & Socias, 2009; Brualdi,
1998; Connor et al., 2010; Craig & Cairo, 2005; Cuccio-Shippira & Steiner, 2000; Dunn
et al., 2009; Farkas, 2003; Good & Brophy, 1987; Guthrie et al., 2004; Hailikari, 2008;
Kaya et al., 2007; Lou et al., 1996; Lovelace, 2005; Marzano, 2007; O’Neil, 1992; Park,
2005; Quillin, 2009; Saleh, Lazonder, & Jong, 2005; Shroeder et al., 2007; Stronge et al.,
2008; Taylor et al., 2000; Walsh & Sattes, 2005; Wenglinsky, 2004).
Quality 5: Monitoring Student Progress and Potential
Effective learning has long been linked to positive and constructive feedback to
students about their work. Stronge (2002, 2007) pointed out, “Effective teachers employ
all the tools at their disposal to make a positive impact on students, including the use of
homework and feedback” (p. 85). Stronge identified that effective teachers regularly
monitored students’ classroom work and progress. Stronge’s studies recognized the
abilities of teachers to supervise students’ works, interests, and potentials as important
factors to enhance student learning. Stronge (2002, 2007) identified three such
characteristics of effective teachers: (a) homework, (b) monitoring student progress, and
(c) responding to student needs and abilities.
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Stronge (2002, 2007) further described that effective teachers regularly explained
homework clearly and used data to make instructional decisions to provide need-based
academic support to all students. Furthermore, effective teachers consistently monitored
and assessed student progress, and more specifically, attended to the learning needs of
each individual student in their classrooms.
Subsequent Research on Monitoring Student Progress and Potential
Gareis and Grant (2008) stated that the aim of all assessment and feedback was
solely to improve student learning. Effective teachers, according to Wiggins & McTighe
(1998), first identified desired outcomes, then determined acceptable evidence of student
learning, and finally, planned instructional experiences for students. Similarly, Hattie and
Timperley (2007) pointed out that effective teachers gave specific feedback connected to
learning goals and consistently provided guidance on how students increased their
learning. Identifying the importance of timely feedback, Good and Brophy (1987) noted
that learning activities with long delays in feedback could be frustrating and unproductive
for students.
In a related study, Marzano, Pickering, and Pollock (2005) described that effect
sizes for homework multiplied from fourth grade to 10th grade and indicated homework
was a more effective assessment tool for older students. Trautwein and Ludke (2007)
claimed that when teachers designed relevant assignments and provided timely feedback,
they instilled positive attitudes toward homework and effected an increase in student
learning. While emphasizing the importance of homework, Marzano (2007), too, argued
that successfully completed homework was more important and productive than the
amount of time spent on homework.
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Thus, these and other researchers pointed out that homework and meaningful
feedback enhancing students’ performance when administered with a clear view of
effective learning. Moreover, when students received either positive reinforcement or
timely corrections, these often increase learning and performance. Key researchers
supported Stronge’s (2002, 2007) notion of monitoring student progress and potential
(Cool & Keith, 1991; Cooper, 1989; Cooper, Jackson, Nye, & Lindsey, 2001; Cooper,
Robinson, & Patall, 2006; Gallavan, 2009; Gareis & Grant, 2008; Good & Brophy, 1987;
Guskey, 2007; Hattie, 2003; Hattie & Timperley, 2007; Jacobs, 2010; A. Kohn, 2006;
Lee, 2007; Marzano, 2007; Marzano et al., 2005; Matsumara, 2002; O’Connor, 2007;
Painter, 2003; Stiggins & Chappuis, 2008; Tomlinson, 2008; Trautwein & Ludke, 2007;
Vatterott, 2009; Wiggins & McTighe, 1998; Winger, 2009; Zacharias, 2007).
Summary of Research on Qualities of Effective Teachers
Thus, abundant empirical studies indicated varying factors of ET as well as the
need to develop effective teachers for every classroom to enhance student learning. Most
importantly, all studies supported the opinion that teachers mattered immeasurably in
students’ lives. Stronge (2010) in the book, Effective Teachers = Student Achievement,
underlined the importance of the connection between TE and student achievement. In the
book, Stronge (2010) attempted to answer the following questions: do teachers matter?
how much do teachers matter? why do teachers matter? how do teachers matter? and how
do teachers impact school reform? In responding to these questions, Stronge (2010)
concluded, “The bottom-line findings of all value-added studies are that teachers matter
and teacher quality is the most significant schooling factor impacting student learning.
This impact is not just of statistical significance; more importantly, it is of practical
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significance” (p. 5). Stressing the significant roles of teachers in student learning, Stronge
(2010) stated, “If we want to improve the quality of our schools and positively affect the
lives of our students, we must change the quality of our teaching” (p. 3).
Therefore, researchers universally agreed to the perception that teachers did
matter in student learning. More importantly, several researchers highlighted that when
teaching at-risk students, the personal qualities of teachers, such as caring, respecting,
understanding, and motivating, greatly impacted student learning (Arthur, 2015; Bis,
2014; Boyle-Baise, 2005; Good & Brophy, 2010; Green, 2014; Noddings, 1992, 2005,
2006; Parker, 1998, 2007; Stronge, 2002, 2007, 2010; Hargreaves & Fullan, 2012;
Hargreaves & Shirley, 2012; Rivkin, hanushek & Kain, 2005; Sahlberg, 2010; Sanders,
2000; Suh & Suh, 2007). Researchers recommended that when considering TE and ET in
schools, the personal qualities of teachers cannot be ruled out; they are as essential as
other nonpersonal qualities for effective teaching, and more notably, when teaching atrisk students (Arthur, 2015; Bis, 2014; Boyle-Baise, 2005; Good & Brophy, 2010; Green,
2014; Noddings, 1992, 2005, 2006; Parker, 1998, 2007; Stronge, 2002, 2007, 2010;
Hargreaves & Fullan, 2012; Hargreaves & Shirley, 2012; Rivkin, hanushek & Kain,
2005; Sahlberg, 2010; Sanders, 2000; Suh & Suh, 2007).
Jesuit Schools Network (JSN) and the Profile of an Ignatian Educator
Jesuit education is more than 450 years old. The principles guiding the values of
an Ignatian education derived from Part IV of the Constitutions of the Society of Jesus
(De Aldama, 1996) and from the Ratio Studiorum (plan of studies) of 1599, one of the
earliest documents on the roles of a teacher in Jesuit schools (O’Malley, 2000a, 2000b).
Part IV of the Constitutions of the Society of Jesus underscored helping souls as the
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primary goal of Jesuit ministries for all forms of Jesuit education. Emphasizing this
objective, Constitutions of the Society of Jesus, stated,
The aim and end of this Society is, by traveling through the various regions of the
world at the order of the supreme vicar of Christ our Lord or of the superior of the
Society itself, to preach, hear confessions, and use all the other means it can with
the grace of God to help souls. (De Aldama, 1996, Part IV, No. 308)
O’Malley (2000a) defined Ratio Studiorum “as a collection of job descriptions of
everybody directly connected with the process of education in the Jesuit system” (p. 137).
The Ratio Studiorum document principally addressed four main areas in Jesuit education:
administration, curriculum, method, and discipline. The document provided a set of
guidelines for Jesuit educators on what to teach, the order in which to teach each subject,
and how to assist students in learning (O’Malley, 2000a). Highlighting the important
purpose of the document, DelleBovi (2013a) said, “The fundamental goal of the Ratio
Studiorum was not merely to develop rhetorical, writing, and thinking skills, but to help
students understand and articulate the wisdom, knowledge, and habits benefiting their
souls and the souls of others” (p. 10).
A Jesuit document, Go Forth and Teach, of 1987, emphasizing the similar end of
Jesuit education, stated, “The objective of Jesuit education is to assist in the fullest
possible development of all the God-given talents of each individual person as a member
of the human community” (JSEA, 1987, p. 5). Furthermore, underlining the development
of the whole person, the document demarcated, “The success of Jesuit education is
measured not in terms of academic performance of students or professional competence
of teachers, but rather in terms of this quality of life” (JSEA, 1987, p. 6).
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Arrupe, 28th Superior General of the Society of Jesus, echoed a similar focus of
Jesuit secondary education, and stated,
Whatever be the other characteristics of a Jesuit secondary school, one trait
should be common to all: excellence, which is to say high quality. I am obviously
not referring to structures and physical plants: but rather to that which specifically
defines an educational center and provides the basis for its evaluation: its product,
the men and women who are being formed. The excellence which we seek
consists in producing men and women of right principles, personally
appropriated; men and women open to the signs of the times, in tune with their
cultural milieu and its problems; men and women for others. (1980, p. 18)
In a recent Boston international colloquium on secondary Jesuit education,
Lombardi, in a keynote address, emphasized the importance of Jesuit secondary
education:
What is important, in fact, is to ensure the development of the entire person and of
all people; in other words, to look to the good of everyone and not just of the
privileged know-how and not concentrate it for the benefit of the few and the
disadvantage of many, who remain poorer not only in material goods but also in
knowledge. (2012, p. 42)
On a similar note, the former Superior General of the Society of Jesus, Nicolas
(2010), in an address to a Jesuit higher education conference, reminded Jesuit educators
of the emerging challenges in Jesuit education, and pointed out the need for a humanistic
approach to education, stating, “The globalization of superficiality is a process of
dehumanization that may be gradual and silent, but very real. People are losing their
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mental home, their culture, their point of reference” (p. 3). Furthermore, Nicolas
challenged Jesuit educators from around the world to be aware of the growing diverse
cultural contexts in Jesuit institutions and to respond affirmatively toward caring and
developing all students to their fullest possible potential.
The Jesuit education tradition principally hoped to form and develop the potential
of every person in its care. However, in the rapidly changing cultural and social context
of schools, how to ensure development of the whole person was still a matter of concern
for most Jesuit schools around the world. Literature reviewed indicated that teachers play
a significant role in supporting students in this journey of holistic learning and
development (Arthur, 2015; Arrupe, 1980; Bosco, 2016; Callahan, 2013; Carlson, Lee, &
Schroll, 2004; Convey, 1992; Duminuco, 2000; Hallinan, 2008; Streetman, 2015; Tete,
2007). Nevertheless, the question that has continually drawn attention of Jesuit educators
was about how to prepare teachers as effective instruments for the holistic growth of all
students in Jesuit schools.
In an attempt to provide some guidelines for Jesuit educators, the JSEA, a body
that oversaw Jesuit secondary education in the United States, after several conversations
and discussions with Jesuit educators, outlined explicit characteristics as the profile of an
Ignatian educator. The JSEA (2011), identified the following five characteristics of an
Ignatian educator: (a) caring for the individual, (b) discerning ways of teaching and
learning, (c) modeling Ignatian pedagogy, (d) building community and fostering
collaboration, and (e) animating the Ignatian vision. In 2015, JSEA reorganized and
became the JSN, with a view to creating greater networking and collaboration among all
Jesuit schools in the United States and Canada. Henceforth in this paper, the term JSEA
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is referenced as JSN. To provide a comprehensive understanding of the profile of an
Ignatian educator, the subsequent paragraphs describe in some detail these five qualities
and the related research on each of these topics.
Quality 1: Caring for the Individuals
The first characteristic of an Ignatian educator was identified by JSN (2015a) as
caring for the individual. In Jesuit terms, caring for the individual was phrased in Latin as
Cura personalis, the care of the whole person. Cura personalis was one of the hallmarks
of Jesuit tradition. Primarily, this concept was used for Jesuit superiors to care for young
Jesuits as they were growing, but later, the concept extended to caring for students and
faculty in all Jesuit schools and universities. Cura personalis in Jesuit education is an
education that is respectful of the unique identity, differences, and needs of each student
supporting the holistic growth of all. Emphasizing this definition of cura personalis, Go
Forth and Teach published in1987 by JSEA, stated,
Teachers and administrators, both Jesuit and lay, are more than academic guides.
They are involved in the lives of the students, taking a personal interest in the
intellectual, affective, moral and spiritual development of every student, helping
each one to develop a sense of self-worth and to become a responsible individual
within the community. (p. 7)
For Jesuit education, most commonly, the term cura personalis implies a “holistic
education” and the “respect for the individual” (Barton & Geger, 2014, p. 9). Barton and
Geger (2014) explained that a holistic education predominantly emphasizes “the
formation of a certain kind of person, that is well-rounded, community-minded citizen,
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imbued with high ideals, who understood the duty to inspire others and to contribute to
society” (p. 9).
In a similar tone, Quinn (2016), in a Jesuit higher education conference, reminded
the audience that, from the beginning, it has been an important Jesuit education tradition
to accompany every individual student to the fullest growth possible as a person. To
highlight this, Quinn stated, “Jesuit education has engaged mind, heart and hands since
the first Jesuit school opened in 1548” (p. 17). Further, Quinn quoted Kolvenbach, stating,
In 2000, Peter-Hans Kolvenbach, S.J., then superior general of the Jesuit order,
called for a new Jesuit educational standard. “Tomorrow’s ‘whole person,” he
said, “cannot be whole without an educated awareness of society and culture with
which to contribute socially, generously, in the real world.” (p. 17)
Go Forth and Teach (JSEA, 1987), while emphasizing the concept of caring for the
whole person, stated, “Jesuit education tries to instill a joy in learning and a desire to
learn that will remain beyond the days in school” (p. 7). Thus, the principles and practices
of cura personalis among Jesuit institutions was a central phenomenon. Inspired by the
spirit of Saint Ignatius of Loyola, every Jesuit institution around the world continues to
make concerted efforts to care for the people with whom they work.
Subsequent Research on Caring for the Individual
Literature reviewed on this topic indicated a paucity of research on the profile of
an Ignatian educator and on the effective implementation of Ignatian pedagogy in Jesuit
secondary and presecondary education. However, notable studies described Jesuit higher
education, attempting to implement and support some characteristics of the profile of an
Ignatian educator, and also of Ignatian pedagogy.
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Mitchell (2008), when discussing the five most significant traits of Jesuit
education, pointed out that Jesuit education was a person-centered education, and stated,
“No matter how large or complex the institution, the individual is important and given as
much personal attention as humanly possible, both in and out of the classroom” (as cited
in Traub, 2008, p. 112). While pointing out the need for effective practices of cura
personalis in Jesuit institutions, Parmach (2012), stated, “Cura personalis does not mean
to simply render what someone wants or expects to hear, but rather what he needs to
hear—what is right and good and just, even if it’s an uncomfortable conversation” (p. 3).
Messa, the present secretary for presecondary and secondary Jesuit education, in a
keynote address during the International Colloquium on Jesuit Secondary Education
(ICJSE, 2012), noted, “For us integral education means to educate the mind, the body and
the heart, the social, the political, the ethical, the emotional and the spiritual aspects of
human life” (Messa, 2012, p. 15). In addition, while highlighting the recent developments
and contemporary challenges of Jesuit education, Messa (International Colloquium on
Jesuit Secondary Education, 2013), stressed cura personalis as one of the central
characteristics that defined the quality of Jesuit education in the world.
Furthermore, at the International Colloquium on Jesuit Secondary Education,
Boston, Messa (2012), emphasized the holistic development of students, stated, “In this
regard, Ignatian educators commit themselves to special care for those in our school
communities who are at the margins, and they take measures to ensure the inclusion of all
in the benefits of community” (p. 138).
A Jesuit conference entitled The Society of Jesus in the United States of America,
(Jesuit Conference, 2007, 2011), when describing what made a Jesuit school Jesuit,
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stressed that all Jesuit schools need to put cognizant efforts toward forming and educating
the whole person in their care. In a similar vein, the Provincial Assistants for Secondary
and Presecondary Education (2015) from the Canadian and U.S. Assistancy, in the
guideline booklet, Our Way of Proceeding: Standards & Benchmarks for Jesuit Schools
in the 21st Century (2015), underlined that all Jesuit schools maintain a loving and caring
environment to support the well-being and learning of every student.
Quality 2: Discerning Ways of Teaching and Learning
The second characteristic of an Ignatian educator identified by JSN (2015a) was
discerning ways of teaching and learning. According to JSN (2015a), an Ignatian
educator always engaged in ongoing learning and professional development to enhance
teaching and the learning of every student in class. In addition, JSN (2015a) described an
Ignatian educator as a life-long learner who regularly discerned the most effective ways
of teaching to support the learning needs of all students and strove to be a critically
reflective teacher in the classroom. In the Jesuit education tradition, ongoing formation
has been recognized as one of the most important aspects of growth and development,
individually and institutionally.
Supporting this view of pedagogical openness, GC 32, an international meeting of
Jesuits, stated, “Secondary schools, be they old ones retained or new ones founded,
should improve continually. They should be educationally effective as well as centers of
culture and faith for lay cooperators and the families of students and alumni” (GC 32,
decree. 28, no. 526; J. L. McCarthy, 1995).
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In support of continual development of Jesuit education, Arrupe, in a letter to the
Western Catholic Education Association, wrote regarding the future of Jesuit high
schools:
Education is the key to leadership. … This is, however, the time to study how to
improve our schools and to endeavor to make them more adapted to a world,
which is taking shape and being put together before our very eyes. … Our schools
must never confine themselves to past patterns. They must be with men in their
struggles, helping them to respond creatively to the challenges of history. If our
schools are to perform, as they should, they will live in a continual tension
between the old and the new, the comfortable past and the uneasy present. Our
schools must be open to the changes in the Church so that the students can
assimilate its vigor, the vitality of a Church in change. (JSEA, 2005, p. 2)
On a similar note, GC 35, too, emphasized the continuous discernment and
assessment of modern culture to be effective instruments in Jesuit mission:
We need to discern carefully how we carry out educational and pastoral ministries,
especially among youth, in this fast-changing, postmodern culture. We need to
walk with young people, learning from their generosity and compassion so as to
help each other to grow through fragility and fragmentation to joyful integration
of our lives with God and with others. (GC 35, decree. 3, no. 67; J. L. McCarthy,
1995)
Newton (2008), when reflecting on the Jesuit educational principles of the
Spiritual Exercises, highlighted the significant similarity between the two, and stated,
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The Spiritual Exercises produce in the retreatant an enriching experience of God
and a method to encourage and enable further growth; Jesuit education produces
in a student a satisfying experience of the truth and method to promote and enable
continued learning. (p. 276)
Thus, the Jesuit tradition regards continual formation and growth of staff and students as
an important and integral feature of Jesuit education.
Subsequent Research on Discerning Ways of Teaching and Learning
McAvoy (2013), in action research at Marquette Jesuit University, conducted a
study with a view to training faculty on effective implementation of IPP, reported that
rigorous ongoing guidance supported faculty to understand the core of the pedagogy and
that knowledge helped them to apply that guidance in teaching. In a study that explored
classroom practices of graduate business education at the Jesuit University of San
Francisco, Callahan (2013), reported that Ignatian pedagogy principles aligned with the
empirical research on effective leadership and was an ongoing enriching learning process.
Wood (2014), in a case study, argued in support of continuous practices of the key
characteristics of Ignatian pedagogy for ET and learning of business and economics
students at Southborough University, U.K. While proposing strategies for building an
Ignatian pedagogical faculty learning community, Connor (2015) pointed out a critical
concern of faculty in the ongoing formation for ET for all courses at Jesuit universities.
Owen (2015) discussed the transformative impacts of the Spiritual Exercises of St.
Ignatius of Loyola on the lives of faculty, staff, and students at Georgetown Jesuit
University, highlighting the importance of the practice of continuous discernment to
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understand the interior movements of heart to make reasoned decisions to be effective in
actions that led to justice.
Quality 3: Modeling Ignatian Pedagogy
The third characteristic of an Ignatian educator, identified by JSN (2015a) was
modeling Ignatian pedagogy. Ignatian pedagogy is grounded in the Spiritual Exercises
and experiences of St. Ignatius of Loyola. This document grew from the 10th part of the
Jesuit document The Characteristics of Jesuit Education (JSEA, 1986). The main
purpose of this document was to formulate a practical pedagogy to communicate the
Ignatian worldview and values presented in the Characteristics document, which mainly
emphasized the four aspects of Jesuit education: (a) the goal of Jesuit education, (b) the
pedagogy of faith and justice, (c) the pedagogy of Spiritual Exercises of St. Ignatius of
Loyola, and (d) the Ignatian paradigm of teaching.
While underlining the important roles of teachers in Jesuit education, the
document highlighted some of the most significant qualities of Jesuit educators:
The Ignatian Pedagogy Project is addressed in the first instance to teachers. For it
is especially in their daily interaction with students in the learning process that the
goals and objectives of Jesuit education can be realized. How a teacher relates to
students, how a teacher conceives of learning, how a teacher engages students in
the quest for truth, what a teacher expects of students, a teacher’s own integrity
and ideals---all of these have significant formative effects upon student growth.
(JSEA, 1986, p. 6)
The Ignatian pedagogy introduced a practical teaching strategy, the IPP, for Jesuit
schools around the world. The Ignatian paradigm invited Jesuit educators and students to
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follow a five-step process (context, experience, reflection, action, and evaluation) of
teaching and learning to promote effective Jesuit education. Figure 3 illustrates the fivestep cyclic process of the pedagogy.
According to Ignatian pedagogy, the instructor and learner together reflect on the
experiences of the contexts they bring to the classroom, and then act on it as companions
in education to effect mutual learning. This concept of Ignatian pedagogy is quite similar
to the relationship expected between a spiritual director and a retreatant in the Spiritual
Exercises of St. Ignatius of Loyola. Ignatian pedagogy provides a procedure to ensure
regular critical reflection on daily classroom practices to improve teaching and learning
in schools. Figure 4 shows the interconnectivity that exists between a teacher and a
learner.

Context
(What happened?)

Evaluation
(How will I improve?)

Action
(What is to be done?)

Experience
(What did I experience?)

Reflection
(Why did this happen?)

Figure 3. The five-steps cyclic process of the Ignatian pedagogy.
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Figure 4. The interconnectivity between a teacher and a learner in the Ignatian pedagogy.
Subsequent Research on Modeling Ignatian Pedagogy
Though Ignatian pedagogy has been promoted in all levels of Jesuit education,
evidence of its practices in classrooms are few. Moreover, the pedagogy is not
implemented in Jesuit secondary education. However, Hise and Massey (2010) reported
that the five principles of IPP provide a holistic worldview in teaching accounting classes,
and helped faculty formulate a principle-based accounting ethics course at Fairfield Jesuit
University, Connecticut.
While addressing the contemporary crisis in legal education at Jesuit Law schools
across the United States, McKay (2012) recommended that the principle of experiential
learning from the Ignatian pedagogical paradigm led curricular reform to effect
comprehensive learning of legal education in Jesuit universities. Pennington, Crewell,
Snedden, Mulhall, and Ellison (2013), in a descriptive survey study of nursing education
at Regis Jesuit University reported that Ignatian pedagogy supported the nursing tradition
of holistic care of persons. In addition, the study reported that IPP proved to be a fitting
application in nursing education. When studying university liberal arts education from the
perspectives of contemporary psychological human cognition and classical Jesuit
pedagogy, Delclos and Donaldson (2014) recounted that Ignatian pedagogy of
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discernment was important to open participants to new ideas in contemporary liberal art
classes.
In a study at Marquette University, U.S., Nowacek and Mountin (2012), while
reflecting on how to be effective teachers, highlighted Ignatian pedagogy as important for
21st century classrooms. They concluded that the five elements of Ignatian pedagogy
(context, experience, reflection, action, and evaluation) are the most appropriate way to
accompany students in their journey of acquiring knowledge for life.
Quality 4: Building Community and Fostering Collaboration
The fourth characteristic of an Ignatian educator, identified by JSN (2015a), was
building community and fostering collaboration among faculty, staff, and students. The
spirit of building community and collaboration in Jesuit life and education drew from the
common mission and life of the first nine companions of St. Ignatius of Loyola. When
people asked early Jesuits who they were, the nine companions of Ignatius addressed
themselves first as “companions in the Lord.” Later, Jesuits realized the importance of
the concept of community and emphasized building community and nurturing
collaboration in all spheres of their endeavors.
Jesuit efforts to build community and foster collaboration in mission were
regularly emphasized in various GCs and documents of the Society of Jesus. GC 32,
when describing the term “communitarian discernment,” clarified the term: “It is a
corporate search for the will of God by means of a shared reflection on the signs which
point where the Spirit of Christ is leading” (GC 32, decree. 2, no. 219; J. L. McCarthy,
1995).
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GC 33, too, emphasized on the practice of communal discernment and stated, “If
we are to fulfill our mission, we must be faithful to that practice of communal apostolic
discernment so central to our way of proceeding, a practice rooted in the Exercises and
Constitutions” (GC 33, decree. 1, no. 42; J. L. McCarthy, 1995). GC 34 recognizing the
need for cooperation in mission, stating, “All those engaged in the work should exercise
co-responsibility and be engaged in discernment and participative decision making where
it is appropriate” (GC 34, decree 13, no. 343; J. L. McCarthy, 1995).
Nicolas (2010), the former Superior General of the Society of Jesus, when
addressing an international conference on Jesuit higher education, highlighted forces of
globalization as new challenges in Jesuit education, and appealed for a global networking
in mission:
The new context of globalization requires us to act as a universal body with a
universal mission, realizing at the same time the radical diversity of our situations.
It is as a worldwide community—and, simultaneously, as a network of local
communities—that we seek to serve others across the world. (2010, p. 7)
Traditionally, Jesuits consistently emphasized and encouraged participative
reflection in mission. One of the former General Congrations, GC 35, stressed this noble
practice and stated, “In collaboration with others, in respectful dialogue and shared
reflection, in labor alongside those similarly engaged who walk a different pathway, we
come to know our own journey better and to follow it with new zeal and understanding”
(GC 35, decree 6, no. 198; J. L. McCarthy, 1995).
Furthermore, Nicolas wrote,
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It suggests that we have today an extraordinary opportunity to have a hand in
helping to shape the future; not only of our own institutions, but of the world, and
that the way we can do that is through “networking.” (Nicolas, 2010, p. 2)
Thus, the literature reviewed highlighted the strong emphasis on collaboration and
networking in all forms of Jesuit apostolates. Furthermore, the reviewed accounts also
revealed that strong community spirit in missions has been valued as an essential feature
of Jesuit education tradition.
Subsequent Research on Building Community and Fostering Collaboration
In a literature review on the aspect of community and collaboration of an Ignatian
profile, Whipp and Scanlan (2009) acknowledged the significance of building strong
collaborative spirit among various school communities. The authors underlined the
contribution of the University Consortium for Catholic Education in the United States as
an example of an effective collaborative endeavor. Similarly, Ness, George, Turner, and
Bolgatz (2010), while exploring the effectiveness of collaborative professional
development at Fordham Jesuit University, reported that collaborative conversations
among various disciplines in the graduate school of education helped shape beliefs and
practices of teaching social justice at the university.
In one of the keynote addresses at Boston International Colloquium on Jesuit
Secondary Education, V. Steward (2012) explained to the congregation the need to
develop a global perspective of Jesuit schools. V. Steward (2012) further specified that
the times were changing rapidly and in such a fast-changing context and world culture,
Jesuit schools needed to remain connected in individual schools and across all other
schools in the world. When reflecting on the contemporary challenges of Jesuit secondary
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education worldwide, Messa (2013), recommended renewal and renovation in Jesuit
teaching to respond effectively to the contexts of modern pedagogies and instructional
practices. Messa (2015) emphasized the development of a collaborative teaching and
learning culture in Jesuit schools.
In a recent study highlighting the prominence of collaboration and community,
Cook and Simond (2011) emphasized that “relationship” is an important 21st-century
charism for Catholic schools. They suggested relationship as a new approach to teaching
and learning in Catholic schools, and stated,
Relationships are at the heart of what it means to be a Catholic school. Each
human being is called to be in a loving relationship with self, God, and others, and
is encouraged to see the interconnectedness of all creation. (Cook & Simond,
2011, p. 323)
Last, many researchers (Danielson, 2007, 2011; Good & Brophy, 2010; Guskey,
2000; Hargreaves & Fullan, 2012; Lickona & Davidson, 2005; Marzano, 2007, 2010;
Muijs & Reynolds, 2001; Sahlberg, 2010; Stronge, 2002, 2007) have pointed to building
a strong professional-learning community as an important aspect of preparing quality
teachers.
Quality 5: Animating the Ignatian Vision
The fifth characteristic of an Ignatian educator identified by JSN (2015a) was
animating the Ignatian vision. The Ignatian vision was primarily drawn from the Spiritual
Exercises and experiences of St. Ignatius of Loyola. The Spiritual Exercises contained the
vision of Ignatius called “the Principle and Foundation.” Most of Ignatius’ worldviews
were contained in phrases such as, “finding God in all things,” “cura personalis” (caring
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for the whole person), “men and women for and with others,” “striving for excellence,”
“contemplation in action,” “magis,” and “building an inclusive community” (Jesuit
Conference, 2007, 2011; JSN, 2015a; JSEA, 1986, 1987, 2005; GC 31, 32, 33, 34, and
35; J. L. McCarthy, 1995). For Ignatius, humanistic education and the well-being of an
individual person was always assigned the highest priority in Jesuit education. In
particular, Ignatius emphasized developing every potential of a person and forming the
whole person for the service of others through Jesuit education.
For an effective implementation of Ignatian visions in education, GCs at different
points of time highlighted the various needs of mission works and suggested appropriate
means to accomplish them successfully. For example, GC 31, admitting the importance
of continual renewal and striving for excellence in Jesuit education apostolate,
emphasized, “Secondly, it is intended that our schools be outstanding not so much for
number and size as for teaching, for the quality of the instruction, and the service
rendered to the people of God” (GC 31, decree 28, no. 500; J. L. McCarthy, 1995). GC
34, too, acknowledged the Ignatian vision of caring for the marginalized, stating, “Our
schools have become platforms, reaching out into the community, not only to the
extended school community of parents, former students, and friends but also to the poor
and the socially disadvantaged in the neighborhood” (GC 34, decree 18, no. 416; J. L.
McCarthy, 1995).
The recent GC 35, emphasizing the Ignatian vision of contemplation in action,
stated, “We need to walk with young people, learning from their generosity and
compassion so as to help each other to grow through fragility and fragmentations to
joyful integration of our lives with God and with others” (GC 35, decree 3, no. 67; J. L.
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McCarthy, 1995). Ignatian visions have always been central to all Jesuit apostolates, most
importantly, to continually inspire and motivate Jesuits and faculty in all forms of Jesuit
education. Jesuit institutions worldwide always strive to live out concretely all Ignatian
visions in the lives of students, parents, staff, and faculty.
Subsequent Research on Animating the Ignatian Vision
The reviewed literature revealed a scarcity of studies related to “animating the
Ignatian vision.” However, Scibilia, Giamario, and Rogers (2009), when analyzing Jesuit
education for social justice, recommended that education move beyond seeing, reporting,
and critically analyzing to encouraging participation to effect justice and the common
good. Similarly, Petriello (2012) while discussing religious education for social justice at
Jesuit secondary schools, offered the following seven suggestions to navigate the
sensibilities of the present youth: (a) pedagogy of creative tension, (b) centrality of
student experience, (c) openness to ambiguity, (d) hermeneutical receptivity to difference,
(e) educational dialectic based on plurality, (f) imaginative use of reflection and play, and
(g) social and political transformation.
In another study, Streetman (2015), while reflecting on the transformative and
transcendental nature of the Education Research Methods and Critical Reflection course
at Regis Jesuit University, reported that college service-learning experiences often
prepare students to be proactive members of the professional community. Highlighting
the important role of Jesuit Cristo Rey school model, Kabadi (2015) illustrated it as the
successful implementation of the Ignatian vision of social justice through secondary
education. The Cristo Rey vision is transformative and the most appropriate to the
contexts and culture of the people.
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Bosco (2016), admitting the important role of Jesuit education in healing the
present broken world and inspiring for service to all, stated,
Our Jesuit heritage invites us to network and collaborate on a style of teaching
that fosters a common horizon of the good, the true, and the beautiful – terms,
which, in the Christian faith, are simultaneously names for God and are ideas that
can be comprehended and affirmed beyond religion. (p. 3)
On a similar note, Arthur (2015) pointed to growing critical educational needs amid the
rapidly changing cultural context of Catholic education in the United States. Arthur
emphasized that the role of Catholic educators (religious and lay) in this increasing
complex cultural context are vital to fulfill the evangelical mission of the Church.
Summary of the Research on the Profile of an Ignatian Educator
Several studies (Arthur, 2015; Bosco, 2016; Cook & Simond, 2011; Delclos &
Donaldson, 2014; Hise & Massey, 2010; McKay, McGinn, 2015; 2012; Messa, 2013;
Pennington et al. 2013; Petriello, 2012; V. Steward, 2012) and Jesuit documents (JSN,
2015a, 2015b; ICAJE, 1993a, 1993b; Jesuit Conference, 2007, 2011; JSEA, 1986, 1987,
2005, 2010; and General Congregations, 31, 32, 33, 34, and 35; J. L. McCarthy, 1995)
indicated that the Jesuit education mission found its fullest accomplishment when
educators were competent, conscientious, compassionate, and committed to form the
lives of students in their care. However, when reviewing the limited available research
studies on the Ignatian educator, explained that an effective teacher in Jesuit school was a
person who implemented Ignatian visions of caring, collaboration, and collective
discerning, and promoted education for social justice of students as well as of oneself.
Most decisively, researchers underlined that for a successful education at Jesuit
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institutions, emphasis must rest on the development of well-rounded educators who
accompany, assist, and guide students to acquire knowledge that leads to transforming
life and society.
Thus, the reviewed studies on Jesuit educational practices largely emphasized the
important roles of educators and the development of good educators to accomplish the
mission of Jesuit education. Furthermore, the reviewed studies suggested that a scarcity
of research on TE exists at the Jesuit secondary-education level, and hence, invited more
empirical research on this topic.
The Summary
Jesuit tradition, throughout its history, has continually attempted to promote the
Ignatian vision of life, work, and education through diverse ministries around the world.
In particular, through the works of education at different levels, Jesuits continually strive
to extend the message of love and justice to all they serve and bring a change in the world
for a better society for all. Most outstandingly, Jesuit education service pioneered a
transformative model of education by its continuous emphasis on educating the whole
person—mind, body, and soul (Messa, 2013).
Though Jesuit educational efforts appeared insignificant, believing in small
changes, Jesuits’ efforts were important for those who were educationally, religiously,
socially, culturally, economically, racially, and ethnically marginalized. The
characteristics of an Ignatian educator, identified by JSEA (2011), JSN (2015a), and
Stronge’s (2002, 2007) qualities of effective teachers, provided credible research-based
platforms to gauge and answer the needs of these underserved groups in society.
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Highlighting and recognizing the important role of teachers in Jesuit schools, in
the Preamble to its constitutions, the JSEA (1987) stated, “It is more a question of the
quality of the lives of all faculty, both Jesuit and lay. The school will be Jesuit if the lives
of its teachers exemplify and communicate to the students the vision of Ignatius”
(Preamble #7).
Moreover, for an effective response to a particular contextual educational need, it
was requisite to review current practices, upgrade approaches, and restructure systems for
growth. For the present study, the literature reviewed pointed out it is essential to gather
perceptions of the best practices of ET. Based on the identified effective schools, this
dissertation works to have the existing practices streamline for a successful education of
all students in Jesuit high schools of the Province of Hazaribag, India.
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CHAPTER III
METHODOLOGY
Restatement of the Purpose
The purpose of this study was to explore the degree of importance that Jesuit
secondary school administrators and teachers attributed to the teaching qualities defined
by Stronge (2002, 2007) and the JSN (2015a; JSEA, 2011) as necessary for ET in Jesuit
secondary schools in India. In addition, the study explored the practices administrators
currently employ in schools to foster or facilitate the qualities of effective Jesuit
secondary school teachers. Finally, this study also identified the manners in which Jesuit
secondary teachers demonstrated the qualities of ET in their classrooms by observing
their classes and through teachers’ self-reports.
Research Design
This study employed a mixed methodology to collect data, specifically using a
researcher-constructed self-administered survey and a follow-up interview approach. The
researcher selected a quantitative survey and a follow-up semistructured interview (see
Appendix B) methodology to reach a large population, aiming to measure the depth of
perceptions and to permit greater generalizability (Fowler, 2014). Later, when
recommended by dissertation committee members during the proposal defense, the
researcher included the observation piece as the third approach to the mixed methodology
of data collection, to add greater depth to perspectives on the topic.
For the quantitative dimension, the researcher administered a paper-and-pencil
survey in person because most selected research sites lacked either personal or
institutional computers, and were not connected to Internet services. The researcher
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considered paper and pencil an appropriate tool because it provided the most appropriate
means of reaching all participants and answering the research questions under
investigation. Fink (2013) affirmed this point, noting that surveys are appropriate
instruments when seeking “to describe, compare, or explain individual and societal
knowledge, feelings, values, preferences, and behavior” (p. 2). In addition, the
researcher’s choice of using a self-administered survey approach was supported by the
following conditions: (a) the population represented a broad geographical area, (b) the
tool was ideal for those who were not computer literate, and (c) to keep the cost low in
conducting the survey (Creswell, 2009; Fowler, 2009). Survey questionnaires primarily
examined the perceptions and practices of Jesuit high school administrators and teachers
in the Jesuit Province of Hazaribag, India, on the qualities of ideal Ignatian educators.
The survey methodology aided the researcher in supplying a standard measurement of the
perceptions of those who completed the questionnaire, and also in the ability to compare
and contrast the views of respondents.
For the qualitative dimension, to measure and examine the depth of perceptions
on the topic, the researcher further conducted semistructured interviews with principals
and vice principals from the selected four Jesuit schools in Hazaribag Province, India.
Qualitative data from interviews provided additional in-depth knowledge of participants
on the topic. Creswell (2015), while highlighting the importance of interviews in research,
noted, “Interviews in qualitative research … provide useful information when you cannot
directly observe participants, and they permit participants to describe detailed personal
information” (p. 216).
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Fraenkel, Wallen, and Hyun (2012) stated, “Interviewing (i.e., the careful asking
of relevant questions) is an important way for a researcher to check the accuracy of—to
verify or refute—the impressions he or she has gained through observation” (p. 450).
Creswell (2015) supported semistructured interviews with administrators, pointing out,
“One-on-one interviews are ideal for interviewing participants who are not hesitant to
speak, who are articulate, and who can share ideas comfortably” (p. 217). The additional
qualitative data from follow-up semistructured interviews with administrators assisted the
researcher in the comprehensive explanation and interpretation of quantitative data from
the survey.
Then, for the observational dimension, the researcher observed classroom
teachings of teachers at each of the four selected schools of the Province of Hazaribag,
India. Underlining the advantages of observation, Creswell (2015) asserted that
observation provides opportunities to record information as it occurs and also to study
actual behaviors of individuals in a study. In this study, observational data supplemented
survey and interview information and enabled the researcher to examine the topic from
three perspectives: survey, interviews, and classroom observations.
Research Setting and Population
Jesuit secondary schools in the Jesuit Province of Hazaribag, India, were selected
as the research population for this study. In Hazaribag Jesuit Province, India, 14 Jesuit
high schools have 45 Jesuits worked as administrators and 824 lay teachers involved in
teaching activities at different levels. These 14 Jesuit high schools in Hazaribag Province
were situated in four districts (Hazaribag, Bokaro, Latehar, and Ramgarh) of the State of
Jharkhand, India.
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The study population included all Jesuit secondary school administrators and
teachers working in the academic year 2016–2017 in the 14 high schools of the Jesuit
Province of Hazaribag, India. All Jesuit high schools in the Hazaribag Province were
further grouped into four clusters of high schools, based on their geographical location in
the State of Jharkhand, India. Then, from these four clusters of Jesuit high schools, one
high school from each cluster was selected to constitute the population for this research.
Thus, the four selected Jesuit secondary schools from each cluster were (a) St. Xavier’s
High School, Bokaro, (b) St. Xavier’s High School, Hazaribag, (c) Catholic Ashram High
School, Bhurkunda, and (d) St. Joseph’s High School, Mahuadand, India.
These four Jesuit high schools of the Hazaribag Province were selected for this
study because: (a) they led and acted as centers of professional development for other
Jesuit high schools in their respective districts, (b) they displayed evidence of the best
teaching practices in secondary schools in the province, indicated by their student
graduation rate, and (c) they served and represented a wider demographic population of
students and staff in their schools in the province. Tables 9–12 list the demographic
information of 14 Jesuit high schools of the Hazaribag Province according to their
geographical locations in the four districts of the state of Jharkhand, India.
Research Sample
In this study, the research sample consisted of all teachers teaching classes VII–
XII and administrators (principals and vice principals) from four Jesuit high schools St.
Xavier’s High School, Hazaribag (n = 33); St. Xavier’s High School, Bokaro Steel City
(n = 35); Catholic Ashram High School, Bhurkunda (n = 12); and St. Joseph’s High
School, Latehar (n = 27) in Hazaribag Jesuit Province, India. For the follow up
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semistructured interviews with administrators, principals (n = 4) and vice principals
(n = 7) from the aforementioned four Jesuit high schools were invited to participate. For
classroom observations, the researcher randomly observed the classes of 30 teachers from
the four abovementioned schools: St. Xavier’s school, Bokaro (n = 8); St. Xavier’s
school, Hazaribag (n = 8); St. Joseph’s school, Mahuadand (n = 8); and Catholic Ashram
school, Bhurkunda (n = 6). Table 13 presents the detailed demographic information of the
selected purposive sample for this study from four Jesuit high schools in the Province of
Hazaribag, India.
Table 9
List of Jesuit High Schools In Hazaribag Province, India (In the Hazaribag District)

Name of school

Year of
est.

No. of students

No. of staff

Boys

Girls

Total

Male

Female

Total

Masi Marshal High School, Charhi

1994

702

507

1109

22

12

34

St. Joseph’s High School, Tarwa

1996

376

296

672

9

8

17

St. Xavier’s High School, Sitagarha

2014

97

103

200

8

4

12

St. Robert’s High School, Hazaribag

1986

774

72

846

26

10

36

St. Xavier’s High School, Hazaribag

1952

1,071

1,464

2,535

29

41

70

3,030

2,442

5,462

94

75

169

TOTAL

Source: The Catalogue of Hazaribag Jesuit Province, India, 2015–2016.
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Table 10
List of Jesuit High Schools in Hazaribag Province, India (In the Bokaro District)

Name of School

Year of
est.

No. of students

No. of staff

Boys

Girls

Total

Male

Female

Total

Masi Marshal High School, Kajarkilo

2001

678

505

1183

16

13

29

Masi Marshal High School, Patki

2006

395

240

635

12

7

19

St. Xavier’s High School, Bokaro

1954

1,599

1,379

2,978

28

63

91

St. Louis’ High School, Bokaro

1998

509

379

888

65

93

158

3,181

2,503

5,684

65

93

158

Total

Source: The Catalogue of Hazaribag Jesuit Province, India, 2015–2016.

Table 11
List of Jesuit High Schools in Hazaribag Province, India (In the Ramgarh District)

Name of school

Year of
est.

No. of students

No. of staff

Boys

Girls

Total

Male

Female

Total

Catholic Ashram High School,
Bhurkunda

2004

94

1,062

1,156

19

14

33

Shanti Niketan High School, Babupara

2008

272

1,002

1,274

10

6

16

St. Xavier’s High School, Boetaka

2014

220

176

396

4

4

8

TOTAL
586
2,240
2,826
Source: The Catalogue of Hazaribag Jesuit Province, India, 2015–2016.

33

24

57
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Table 12
List of Jesuit High Schools in Hazaribag Province, India (In the Latehar and Daltonganj
Districts)

Name of school

Year of
est.

No. of students

No. of staff

Boys

Girls

Total

Male

Female

Total

Sahodaya High School, Daltonganj

2007

459

297

756

11

11

22

St. Joseph’s High School, Mahuadand

1988

2,117

507

1,724

34

11

45

Prabhu Prakash High School,
Jamuniatand

2010

583

422

1,005

52

35

20

TOTAL
2,259
1,226
3,485
Source: The Catalogue of Hazaribag Jesuit Province, India, 2015–2016.

52

35
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Table 13
Demographic Information of all Administrators and Teachers From the Selected Four
Jesuit High Schools in Hazaribag Province, India
Religious
background

Gender
Schools

Teachers Administrators

Male

Female Christians Others

St. Xavier’s High School, Hazaribag

30

3

22

11

7

26

St. Xavier’s High School, Bokaro

32

3

19

16

8

27

St. Joseph’s High School, Mahuadand

24

3

15

12

22

5

Catholic Ashram High School,
Bhurkunda

10

2

8

4

6

6

TOTAL (N = 107)
(n = 96) (n = 11)
(n = 64) (n = 43) (n = 43)
Source: The catalogue of Hazaribag Jesuit Province, India, 2015–2016.

(n = 64)

Instrumentation
Jesuit Secondary Teacher Effectiveness Survey (JSTES)
The researcher created a new survey instrument called Jesuit Secondary Teacher
Effectiveness Survey (JSTES) to collect data for the study (see Appendix A). The survey
questionnaires were descriptive and cross-sectional in design. With required permissions,
the researcher used Stronge’s (2002, 2007) “qualities of effective teachers” and the JSN’s
(2015a) “profile of an Ignatian educator” as the frameworks for this study.
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The new survey instrument, the JSTES, consists of 32 items divided into five
sections. Survey Sections 1, 2, and 5 were common for administrators and teachers.
Survey Section 3 was explicitly addressed to administrators and Survey Section 4 to
teachers. Survey questions consisted two formats: closed-ended and open-ended
questions. The survey instrument also included an introduction page. The introductory
page briefly described the purpose of the study and the two frameworks on which the
research built. It also provided instructions for completing the survey and informed
administrators and teachers that their participation was strictly voluntary and that
confidentiality regarding their responses was guaranteed.
The first of the five subsequent sections related to Stronge’s (2002, 2007)
qualities of effective teachers. This section addressed Research Subquestion 1 and
included six closed-ended items (1–6) that corresponded with Stronge’s six essential
qualities of effective teachers. Items in this section asked respondents to rate the
importance of each of the qualities using a 5-point Likert-type scale: Very Important,
Important, Moderately Important, Least Important, and Unimportant. The researcher
chose a 5-point Likert-type scale for this study to examine the extent of variability and to
observe consistency in the responses of participants.
The second section of survey addressed Research Subquestion 2 and included five
closed-ended items (7–11) that related to the JSN’s (2015a) profile of the Ignatian
educator. The five items asked respondents to rate the importance of each quality using a
5-point Likert-type scale: Very Important, Important, Moderately Important, Least
Important, and Unimportant. The second section of the survey also invited respondents to
share additional perceptions related to the qualities of effective secondary teachers. Item
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12 asked respondents to rank, by order of importance, the combined 11 qualities of
secondary teachers identified by the JSEA (2011), JSN (2015), and Stronge’s (2002,
2007) frameworks. Item 13 was an open-ended item that asked respondents to list three
additional qualities (if any) of effective Jesuit secondary school teachers that they
perceived to be important that were absent from the JSEA (2011), JSN (2015), or Stronge
(2002, 2007) framework.
The third section of the survey included six items (15–20) that addressed
Research Subquestion 3. Item 15 asked administrative respondents to rate the importance
of the combine qualities of JSEA (2011), JSN (2015a), and Stronge (2002, 2007) for
professional development, using a 5-point Likert-type scale: Very Important, Important,
Moderately Important, Least Important, and Unimportant. Items (16–20) were openended questions that asked administrative respondents to identify the best practices they
used in their schools to develop or facilitate the qualities of effective teachers. The fourth
section of the survey included six items (21–26) that addressed Research Subquestion 4
and sought to discover teachers’ best practices that demonstrated their ET skills in their
classrooms. All six items (21–26) in that section were open-ended questions that asked
teacher respondents to self-report their classroom best practices and suggest ways their
schools improved their teaching effectiveness.
The fifth and final section of the instrument included six demographic items (27–
32). All six items asked respondents to provide information on their gender, educational
qualifications, religious affiliation, roles in the school, and number of years teaching in
Jesuit schools. Table 14 presents the summary of the survey focus areas, corresponding
research questions, survey sections, and survey items.
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Table 14
Survey Focus Areas and Corresponding Research Questions, Survey Sections, and
Survey Items
Research
Subquestions

Focus Areas

Survey
sections

Survey items

Qualities of Effective Teachers
Stronge’s (2002, 2007)
Qualities of Effective
Teachers

1

I

1–6

JSN’s (2015) The Profile
of an Ignatian Educator

2

II

7–11

Ranking of Combined Qualities
(JSN, 2015; Stronge, 2002, 2007)

1&2

II

12

Additional Qualities Essential to
Effective Jesuit Secondary Teachers
Effectiveness

1&2

II

13

Best Practices of Principals that
support Effective Teaching within
their Schools

3

III

15–20

Best Practices of Teachers that
demonstrate Effective Teaching in
their Classrooms

4

IV

21–26

V

27–32

Demographic Information

Validity
To establish face, construct, and content validity of the survey instrument, the
researcher convened a panel of 10 experts in Jesuit education and leadership, TE, and
quantitative methodology (see Appendix E). The researcher sent an introductory email to
potential panelists explaining the purpose of the study and requesting their participation.
Upon receiving their responses and willingness to serve on the validation panel, the
researcher provided each panelist with the survey instrument using a University of San
Francisco (USF) Qualtrics Survey link and as a Microsoft Word and PDF document.
Along with the survey link, the researcher also provided an evaluation form to all
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panelists, which included the following topics: (a) face validity, (b) length of the survey,
(c) content validity, (d) formatting, (e) item evaluation, and (f) demographic information
of panelists. In addition, the researcher provided each panelist with supplemental
documents outlining the qualities of effective teachers (Stronge, 2002, 2007) and the
profile of Ignatian educators (JSN, 2015a; JSEA, 2011).
For clarity and precision, all the panelists received specific guidelines to
accomplish the tasks proficiently. The tasks of the panelists included taking the survey as
a participant, and giving feedback on an evaluation format about each item on the
instrument. After having received feedback and suggestions from all the panelists, the
researcher consulted with the dissertation-committee chair and revised the survey items
to meet the purpose of the study. Three panelists recommended revision of some survey
questions to precisely optimize adapted frameworks of the study. The researcher revised
those recommended survey items, submitted the survey to the USF Institutional Review
Board for approval, and gained approved on September 2, 2016.
Reliability
To establish reliability, the researcher conducted a pilot test of the instrument with
a group of Jesuit secondary school administrators and teachers (n = 22). The researcher
sent out the USF Qualtrics survey link to 36 Jesuit administrators and teachers in the
United States and in India. Of 36 pilot-study participants, 22 completed the survey. The
researcher used SPSS to analyze the data and calculate Cronbach’s alpha to determine the
internal-consistency coefficient. Salkind (2011) described that internal-consistency
reliability delineated whether items on a survey were consistent with one another and
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represented a particular construct. According to Orcher (2007), the lowest generally
accepted level for reliability coefficient is 0.70.
The internal-consistency coefficient for Stronge’s (2002, 2007) six qualities of
effective teachers, when calculated for a study by Henning (2015), was .81. However, to
determine internal-consistency reliability for the 10 singular qualities of effective
secondary teachers relevant to this study, the researcher calculated Cronbach’s alpha and
found it to be .702. In addition, when calculating Cronbach’s alpha for five qualities of an
Ignatian educator, as suggested by JSEA (2011) and JSN (2015a) independently, it was
found to be .773. These two scores exceeded the lowest generally accepted level for
reliability coefficients. Thus, the 10 qualities of effective secondary teachers selected for
the purpose of this study were found to be internally consistent.
Data Collection
After the successful defense of the dissertation proposal before the dissertation
committee and after receiving IRB for Human Subjects approval from USF, the
researcher started the data collection process in the fall of 2016. The researcher
conducted the self-constructed survey in paper-and-pencil form at the selected four Jesuit
high schools in Hazaribag, India.
The researcher aimed to attain a high response rate, anticipating a 100%
completion rate by all principals and vice principals, and a 90% completion rate by
teachers at each of the four Jesuit high schools. To facilitate a high-response rate, the
researcher used school staffs’ address records to include all in the survey. After having
obtained the school staffs’ lists, the researcher sent a short note to all potential
participants, containing the following: (a) an introduction containing the purpose and
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importance of the study, (b) an invitation to participate in the survey, and (c) an invitation
to contact the researcher with any questions. Also, in the invitation note, the researcher
included the following: (a) the researcher’s background, (b) the anticipated benefits of the
study, (c) the assurance of confidentiality, and (d) the expected length of the survey.
Upon receiving responses, the researcher gave out survey questionnaire to all those who
had agreed to participate in the survey at each of the four sites of the study in the Jesuit
Province of Hazaribag, India.
Then, after having received the completed survey forms from participants at each
site, the researcher conducted a follow-up semistructured interview with administrators to
explore the depth of their perceptions on the topic. The primary intent of the follow-up
interview was to provide depth to the survey data and also to identify administrators’ best
practices. The researcher conducted the follow-up interview with all administrators
(n = 11) from the four selected Jesuit high schools. The follow-up interview questions
mainly focused the following areas: (a) the success stories of student support and
graduation, (b) major challenges they faced in TE (hiring, supporting, and professional
development), (c) the strategic plan(s) to improve the quality of teaching, and (d) the new
initiatives and innovations to support student learning. To attain an effective qualitative
analysis of the interview data, the researcher recorded all answers from administrators
(n = 11) by paper and pencil.
Data Analysis
For the data analysis, the researcher used descriptive statistics for quantitative
survey data and thematically coded qualitative data from open-ended questions,
interviews, and classroom observations. Furthermore, to answer the research questions
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clearly and in the most appropriate manner, the researcher divided the analysis of data
into three parts.
In Part I, the researcher focused on answering Research Subquestions 1 and 2. To
achieve this, the researcher calculated the frequencies, means, and standard deviations of
all responses for each item in Survey Sections I and II. Then, in Part II, to answer
Research Subquestions 3 and 4, the researcher thematically grouped and coded the
responses of open-ended questions from Sections III and IV, responses from
administrator interviews (n = 11), and classroom observational data. The thematic
grouping of qualitative data (open-ended questions, interviews, and classroom
observations) principally consisted the following major themes: TE strengths, TE needs
and challenges, and TE possibilities. Finally, in Part III, the researcher compared and
contrasted the means of the responses of Survey Sections I and II of different groups
(administrators and teachers, and among four different Jesuit schools.
Research Subquestion 1
To what extent do administrators and teachers perceive the qualities of teachers as
defined by Stronge (2002, 2007) to be important for ET in Jesuit secondary schools?
Research Subquestion 2
To what extent do administrators and teachers perceive the qualities of teachers,
as defined by Stronge (2002, 2007), to be important for ET in Jesuit secondary schools?
To answer Research Questions 1 and 2, the researcher calculated the frequencies,
standard deviations, and means of responses for each item of Survey Sections I and II,
and tabulated them to identify the degree of importance of administrators’ and teachers’
perceptions of each of 11 teaching skills. The tabulated frequencies, means, and standard
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deviations of responses highlighted the most valued teaching skills, as well as the least
important skills perceived by respondents. Furthermore, the ranking of the qualities in
Survey Item 12 assisted the researcher to identify the most important and the least
important skills, as considered by respondents. Moreover, Survey Item 13 in Survey
Section II helped the researcher identify additional important teaching skills not included
in the two conceptual frameworks.
Research Subquestion 3
In what manner(s) do administrators support the qualities of teaching, identified
by Stronge (2002, 2007), JSEA (2011), and JSN (2015a), in their faculty?
To answer Research Question 3, the researcher calculated the frequencies,
standard deviations, and means of the responses for Survey Item 15 to determine the
extent to which administrators considered the 11 teaching skills identified by Stronge
(2002, 2007), JSEA (2011), and JSN (2015a) to be important for teacher professional
development and ET in every classroom. Then, the researcher identified the best
manner(s) administrators used to support the qualities of ET from the responses of OpenEnded Questions 16–20 in Survey Section III, and also, from responses of interview
questions from administrators (n = 11). The researcher grouped responses from openended questions and interviews under the following major themes: TE strengths, TE
needs and challenges, and TE possibilities. These categorized common themes assisted
the researcher in determining the best practices of administrators that supported ET skills
development, the best classroom practices of teachers, and important additional qualities
for effective teaching.
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Research Subquestion 4
In what manner(s) do teachers demonstrate the qualities of teaching, identified by
Stronge (2002, 2007), JSEA (2011), and JSN (2015a), in their classrooms?
To answer Research Question 4, the researcher calculated the frequencies,
standard deviations, and means of the responses for Survey Item 15 to determine the
extent to which teachers considered the 11 teaching skills identified by Stronge (2002,
2007), JSEA (2011), and JSN (2015a) to be important for their professional development
and effective classroom teaching. Then, the researcher identified the best practices of
teachers that demonstrated the qualities of effective classroom teaching from the
responses to Open-Ended Questions 22–26 in Survey Section IV and classroom
observations. The researcher grouped the responses of open-ended questions and
information gathered from classroom observations under the following major themes: TE
strengths, TE needs and challenges, and TE possibilities. These categorized common
themes assisted the researcher in determining the best practices of teachers that
demonstrated ET skills and areas of improvement for ET in Jesuit schools in Hazaribag
Province, India. In addition, the grouping of responses also helped the researcher identify
additional practices of administrators and teachers that supported ET in Jesuit schools of
Hazaribag Province, India.
Then, in data analysis of Part III, the researcher compared the results from
different variables (administrators and teachers, and among four different Jesuit schools)
to identify similarities and differences in responses. Comparisons of the results further
highlighted the most suitable teaching practices among Jesuit secondary teachers and also,
recognized the areas of development for TE in Hazaribag Jesuit Province, India. Last, the
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researcher compared the means of the responses of survey items (from Survey Sections I
and II) to identify the best teaching practices of an ideal Jesuit secondary educator for a
combined schema.
Ethical Considerations
The researcher conducted this study using a mixed method. The researcher first
submitted an application to seek permission from the IRB for the Protection of Human
Subjects at USF to conduct this study. In the application, the researcher included the
following items to ensure important ethical considerations were maintained during the
study: background and rationale of the study, description of the sample, participants’
consent process, research procedures, potential risks to participants, and confidentiality of
records. Moreover, the researcher wrote to the Jesuit Provincial (head of the Jesuit
organization in the Hazaribag Province, India) and then to four Jesuit high school
principals in India to seek their written permission to inform them about the purpose and
benefits of the research, and to establish trust with them.
In addition, the researcher was aware of the personal frame of reference and
biases as possible interference when interpreting and reporting data. Furthermore, to
ensure participants believed their responses were kept confidential, the researcher
assigned a pseudonym to each school and promised to keep secret all school identities,
information, and details. Finally, the researcher ensured that participants’ identities were
not revealed at any point, including in the publication of findings; participants’ financial
standings, employability, and reputations were safeguarded in this study.
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Background of the Researcher
The researcher is a Jesuit from the Hazaribag Province of India. The researcher
has two master’s degrees, one in Science (M. Sc. Physics) from Madras University,
Chennai, India, and the second in Educational Administration and Leadership (M. Ed)
from Boston College, MA.
The researcher is a student in the doctoral degree program of USF in Catholic
Educational Leadership in the Department of Leadership Studies. The researcher had
worked in one of the Jesuit high schools in this study as an assistant principal for student
academic life and as a teacher for 3.5 years. As the Jesuit high school assistant principal,
the researcher served as a team member in recruiting and developing new teachers for
that school. While serving as assistant principal, the researcher also regularly observed
and supervised classroom teaching of teachers in that school.
In addition, the researcher possessed the experience of a full-time science teacher
in another Jesuit high school in the same province for a duration of 2 years. During that
time, as a full-time science teacher, the researcher taught physics in 9th, 10th, and 11th
grade classes and participated in several professional-development seminars and
workshops for teachers in the country.
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CHAPTER IV
DATA ANALYSIS AND RESULTS
Overview of the Chapter
In the study, the researcher investigated the perceptions and practices of
secondary school administrators and teachers regarding the best practices of Ignatian
educators in the Jesuit Province of Hazaribag, India. The researcher used the works of
Stronge (2002, 2007), The Qualities of Effective Teachers, and the JSEA (2011), and JSN
(2015a) document, The Profile of an Ignatian Educator, as two conceptual frameworks
for the study. Four Jesuit high schools in the Jesuit Province of Hazaribag were selected
to constitute the population of the study.
Principally, the study focused on exploring the best practices of secondary
teachers that enhanced student learning in Jesuit schools in India by answering four
research subquestions. To answer the four research subquestions comprehensively, data
were collected from the following three different sources: (a) surveys of administrators
and teachers (see Appendix A), (b) semistructured interviews with administrators (see
Appendix B), and (c) classroom observations. The self-constructed survey and
semistructured interview questionnaire were given out to the study sample from the
selected four Jesuit secondary schools in the Province of Hazaribag, India, in the months
of October and November 2016. Table 15 presents the dates of administering the survey,
interviews, and classroom observations at the four selected sites in the Jesuit Province of
Hazaribag, India.
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Table 15
Dates of Survey, Semistructured Interviews, and Classroom Observations at St. Xavier’s
School, Bokaro, St. Xavier’s School, Hazaribag, St. Joseph’s School, Latehar, and
Catholic Ashram School, Bhurkunda, India

School

Survey & semistructured
interview questionnaires
given out

Survey & semistructured
interview questionnaires
collected

Classroom
observations

St. Xavier’s School,
Hazaribag, India

October 17, 2016

October 20, 2016

October 17–20,
2016.

Catholic Ashram School,
Bhurkunda, India

October 21, 2016

October 22, 2016

October 21–22, 2016

St. Joseph’s School
Mahuadand, India

October 23, 2016

October 27, 2016

October 23–27, 2016

St. Xavier’s School,
Bokaro Steel City, India

November 8, 2016

November 11, 2016

November 8–11,
2016

The researcher-constructed a survey questionnaire consisting of five sections to
answer four research subquestions and to gather demographic information from the
population. Survey Questionnaire Section I provided data to answer Research
Subquestion 1, Survey Section II focused on Research Subquestion 2, and Survey Section
III, IV, and the data from semistructured interviews and classroom observations assisted
in answering Research Subquestions 3 and 4. Last, survey Section V provided
demographic information of participants in the following six areas: (a) gender, (b) roles
in the school, (c) name of school where currently working, (d) religious background,
(e) years of teaching experience, and (f) level of education.
The analysis of data from survey, semistructured interviews, and classroom
observations involved the following: (a) calculating frequencies, means, and standard
deviations using the USF Qualtrics software tool for the responses to Survey Sections I
and II to answer Research Subquestions 1 and 2; (b) coding and categorizing into
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meaningful themes the responses of open-ended questions in Survey Section III, IV; and
(c) coding and categorizing data from semistructured interviews and classroom
observations to answer Research Subquestions 3 and 4.
Response Rate
The survey questionnaire was given to 107 participants from the selected four
Jesuit schools in the Province of Hazaribag, India. Of 107 participants, 103 (96.26%)
participants responded, “YES” to participating in the study and returned the filled-in
survey questionnaire, whereas, four (3.74%) participants responded “NO” to survey
participation. In addition, 11 (100%) administrators from the same four Jesuit high
schools took part in the semistructured interviews, and additionally, the researcher
observed the randomly selected classes of 30 teachers in total, to gather additional
information on the best practices of Jesuit secondary educators in India.
Demographic Information
Section V of the survey questionnaire focused on collecting demographic
information from participants. The demographic-information section collected knowledge
on the following six areas: gender, role(s) in the school, name of school where currently
working, teaching experience, highest level of educational degree(s) earned, and religious
beliefs held and practiced.
Gender and Roles of the Participants
In survey Question 14, participants were asked to define the role(s) either of
administrator or teacher in the school; then, in Survey Question 28, they were asked to
identify as a male, a female, or to specify clearly if identified as other. Of 103
respondents, 60 (58.26%) identified as male. Regarding the role(s) played in the school,
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92 participants identified as teachers and the remaining 11 as administrators; of the 92
teachers, 83 worked as full-time teachers; more than half were men. Likewise, among 11
administrators, three were lay administrators and all 11 were men. Figure 5 presents the
distribution of participants from the selected four Jesuit high schools in the Province of
Hazaribag, India, by gender.

Figure 5. Distribution of participants from the selected four Jesuit high schools of
Hazaribag Province, India, by gender.
Number of Participants From the Selected Four Jesuit High Schools
Survey Question 27 asked participants to define the name of the school where
they worked. All 103 participants responded to this survey question. Among 103
respondents, a third worked at St. Xavier’s school, Bokaro, India. Figure 6 presents the
distribution of participants from the selected four Jesuit high schools in the Province of
Hazaribag, India by number.
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Figure 6. Distribution of participants from four Jesuit high schools of Hazaribag Province,
India, by number.
Years of Teaching Experiences and the Highest Level of Educational Degree(s) Earned
by Participants
In the survey demographic questionnaire, Items 30 asked participants about the
duration they had been working in the current school. To streamline responses, the survey
item presented the following response options: (a) 1–3 years, (b) 4–6 years, (c) 7–10
years, and (d) more than 10 years. In response to Item 30, almost half of the participants
had teaching experience of more than 10 years. Figure 7 presents the detailed information
on the years of teaching experiences of participants from the four Jesuit high schools in
the Province of Hazaribag, India.
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Figure 7. Information about participants from four Jesuit high schools in Hazaribag
Province, India, by years of teaching experiences.
However, when Question 29 was asked regarding the highest level of educational
degree(s) earned by the participants, of 103 participants, half reported having earned a
master’s degree and certification in teaching and three had a doctorate. Figure 8 presents
the degrees earned by participants from the four Jesuit high schools in Hazaribag, India.
Religious Beliefs and Practices of the Participants
To gather information on the religious affiliation of participants, Item 32 in the
demographic section of the survey asked regarding religious belief held and practiced.
Among the 103 participants, almost half followed the Hindu religion, and 41.75% were
Christians. Figure 9 presents the religious backgrounds of participants from the four
Jesuit high schools in the Province of Hazaribag, India.
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Figure 8. Highest level of education degree(s) earned by all participants (administrators
& teachers) in four Jesuit high schools in Hazaribag Province, India.

Figure 9. Distribution of participants from four Jesuit high schools in Hazaribag Province,
India, by their religious beliefs and practices.
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Research Questions
From this study, the researcher anticipated identifying skills of teachers that
facilitated greater student academic support and performance in Jesuit secondary schools
in the Province of Hazaribag, India. The researcher used the works of Stronge (2002,
2007), and JSN (2015a) as the two conceptual frameworks to investigate and determine
teachers’ qualities that supported effective learning of students in Jesuit schools in
Hazaribag, India. Further, because the reviewed literature pointed to a gap in research on
this topic, based on the results from this study, the researcher hoped to develop some
teaching standards to support, develop, and evaluate teachers in Jesuit high schools in
Hazaribag, India. Thus, the researcher attempted to answer one overarching research
question, and to collect comprehensive information on the topic, explicitly investigated
four research subquestions in this study.
Overarching Research Question
What are the essential qualities of ideal Ignatian educators working in Jesuit
secondary schools in India to improve high school students’ learning?
Research Subquestions
1. To what extent do administrators and teachers perceive the qualities of
teachers, as defined by Stronge (2002, 2007), to be important for ET in Jesuit
secondary schools?
2. To what extent do administrators and teachers perceive the qualities of an
Ignatian educator, as defined by JSEA (2011) and JSN (2015a), to be
important for ET in Jesuit secondary schools?
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3. In what manner(s) do administrators support the qualities of teaching,
identified by Stronge (2002, 2007), JSEA (2011), and JSN (2015a), in their
faculty?
4. In what manner(s) do teachers demonstrate the qualities of teaching, identified
by Stronge (2002, 2007), JSEA (2011), and JSN (2015a), in their classrooms?
The Findings
Findings for Research Subquestion 1
Research Subquestion 1
To what extent do administrators and teachers perceive the qualities of teachers,
as defined by Stronge (2002, 2007), to be important for ET in Jesuit secondary schools?
To answer Research Subquestion 1, survey Section I (Questions 1–6) asked the
study sample to rate, by degree of importance, the six teaching qualities defined by
Stronge (2002, 2007). Furthermore, for distinctive categorization of responses, a 5-point
Likert-type scale (“very important,” “important,” “moderately important,” “least
important,” and “unimportant”) was adopted for the study. The USF Qualtrics software
statistical tool was used to calculate frequencies, means, standard deviations, and
variances in participants’ responses.
Among 107 participants from the selected four Jesuit high schools in the Province
of Hazaribag, India, 103 (96.26%) responded to survey Questions 1–6. The remaining
four (3.74%) declined participate in the survey. Table 16 presents the frequency of
respondents’ (n = 103) ratings of the six teaching qualities of Stronge (2002, 2007).
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Table 16
Frequencies of Respondents’ Ratings of the Qualities of Stronge’s (2002, 2007) for All
Survey Respondents From Four Selected Jesuit High Schools in Hazaribag Province,
Jharkhand, India (N = 103)
Rating
Very
important

Important

Moderately
important

Prerequisites for effective
teaching

66

29

4

1

3

Teacher as a person

71

25

3

1

3

Classroom management
and organization

56

45

2

Planning and organizing
for instruction

56

35

12

Implementing instruction

48

36

17

2

Monitoring student
progress and potentials

62

32

8

1

Quality

Least
important

Unimportant

Table 16 clearly indicates that the majority of the participants (n = 71) rated
Quality 2—teacher as a person—as very important for ET in Jesuit secondary schools in
Hazaribag, India. Then, Quality 1—prerequisites of effective teaching (n = 66)—was
rated as the second and Quality 6—monitoring student progress and potential (n = 62)—
as the third most important quality to improve teaching in Jesuit schools in Hazaribag,
India. Most surprisingly, six participants rated two qualities Quality 2—teacher as a
person—and Quality 1—prerequisites of effective teaching, though rated as the two most
important qualities, as “Unimportant.” Also, two other participants rated the same two
qualities as “Least Important.”
Additionally, when to Survey Questions 1–6 were further analyzed for
administrators and teachers separately, among both groups of respondents, the majority
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rated each of the six teaching qualities of Stronge (2002, 2007) as “very important.” For
prerequisites of effective teaching, seven (63.64%) administrators and 59 (64.13%)
teachers rated this Quality 1 as “very important.” Similarly, seven administrators and 64
teachers rated Quality 2—Teacher as a Person—as “very important.” Table 17 presents
the frequency of administrators’ (n = 11) ratings of Stronge’s (2002, 2007) six qualities.
Table 17
Frequencies of Respondents’ Ratings of the Qualities of Stronge’s (2002, 2007) for All
Administrators From Four Selected Jesuit High Schools in Hazaribag Province,
Jharkhand, India (n = 11)
Rating
Very
important

Important

Moderately
important

Prerequisites for effective
teaching

7

3

1

Teacher as a person

7

4

Classroom management
and organization

6

4

1

Planning and organizing
for instruction

5

5

1

Implementing instruction

7

4

Monitoring student
progress and potentials

8

3

Quality

Least
important

Unimportant

Table 18 presents the frequency of teachers’ (n = 92) ratings of Strong’s (2002,
2007) six qualities.
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Table 18
Frequencies of Respondents’ Ratings of the Qualities of Stronge’s (2002, 2007) for All
Teachers From Four Selected Jesuit High Schools in Hazaribag Province, Jharkhand,
India (n = 92)
Rating
Very important

Important

Moderately
important

Prerequisites for effective
teaching

59

26

3

1

3

Teacher as a person

64

21

3

1

3

Classroom management
and organization

50

41

1

Planning and organizing
for instruction

51

30

11

Implementing instruction

41

32

17

2

Monitoring student
progress and potentials

54

29

8

1

Quality

Least important Unimportant

Also, when looking at the responses to Survey Questions 1–6 separately for the
selected four Jesuit high schools, the majority of participants rated the six teaching
qualities of Stronge (2002, 2007) as “very important” for developing ET and enhancing
student learning. Table 19 presents the percentage of respondents’ ratings of Quality 1—
prerequisites for effective teaching—for all participants from four Jesuit high schools,
Hazaribag, India.
Table 19 explicitly indicated that among four Jesuit high schools in Hazaribag,
India, the majority (n = 28, 84.85%) of participants from St. Xavier’s school Bokaro,
India, rated Quality 1—prerequisites for effective teaching—as “Very Important.” Then,
7 (63.64%) participants from Catholic Ashram high school, Bhurkunda, also rated it as
“Very Important.” But, remarkably, 11.11% participants from St. Joseph’s high school,
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Latehar, rated Quality 1 as “Unimportant” and 3.13% participant from St. Xavier’s high
school, Hazaribag, rated it as “Least Important.”
Table 19
Percentage of Respondents’ Ratings of Quality 1: Prerequisites for Effective Teaching
for All Participants (N = 103) From the Selected Four Jesuit High Schools in the
Province of Hazaribag, India
Rating
School

Very
important

Important

St. Xavier’s
School, Bokaro

84.85%

15.15%

St. Xavier’s
School,
Hazaribag

53.13%

37.50%

St. Joseph’s
School, Latehar

51.85%

37.04%

Catholic Ashram
School,
Bhurkunda

63.64%

18.18%

Total

Moderately
important

Least
important

Unimportant

Total
33

6.25%

3.13%

32

11.11%

27

18.18%

11

N = 103

When analyzing the responses of all participants (n = 103) from among the four
Jesuit high schools for Quality 2—teacher as a person—the majority of participants from
three Jesuit high schools—St. Xavier’s Bokaro, St. Xavier’s Hazaribag, and St. Joseph’s
Latehar—rated it as a “Very Important” teaching quality for Jesuit schools, whereas the
majority of participants from Catholic Ashram High School, Bhurkunda, rated it as
“Important.” Surprisingly, three participants from St. Joseph’s High School, Latehar,
rated it as “Unimportant” for ET in Jesuit schools. Table 20 presents the percentage of
respondents’ rating of Quality 2—teacher as a person—for all participants from the four
Jesuit high schools, Hazaribag, India.
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Table 20
Percentage of Respondents’ Ratings of Quality 2: Teacher as a Person for All
Participants (N = 103) From the Selected Four Jesuit High Schools in the Province of
Hazaribag, India
Rating
School

Very
important

Important

Moderately
important
3.03%

St. Xavier’s
School, Bokaro

87.88%

9.09%

St. Xavier’s
School,
Hazaribag

62.50%

37.50%

St. Joseph’s
School, Latehar

70.37%

18.52%

Catholic
Ashram School,
Bhurkunda

27.27%

45.45%

Least
important

Unimportant

Total
33
32

11.11%
18.18

27

9.09%

Total

11

N = 103

Furthermore, when analyzing the responses of all respondents for Quality 3,the
majority of participants from St. Xavier’s School, Bokaro (n = 24, 72.73%) and Catholic
Ashram School, Bhurkunda (n = 6, 54.55%) rated classroom management and
organization as a “very important” quality for effective teaching. Similarly, the majority
of participants from St. Xavier’s School, Hazaribag (n = 17, 53.13%) and St. Joseph’s
School, Latehar (n = 15, 55.56%) rated the same quality as “important” for effective
teaching. Table 21 presents the percentage of respondents’ rating of Quality 3—
classroom management and organization—for all participants (N = 103) from the selected
four Jesuit high schools in the Province of Hazaribag, India.
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Table 21
Percentage of Respondents’ Ratings of Quality 3: Classroom Management and
Organization for All Participants (N = 103) From the Selected Four Jesuit High Schools
in the Province of Hazaribag, India
Rating
Very
important

Important

St. Xavier’s School,
Bokaro

72.73%

27.27%

33

St. Xavier’s School,
Hazaribag

46.88%

53.50%

32

St. Joseph’s School,
Latehar

40.74%

55.56%

3.70%

27

Catholic Ashram
School, Bhurkunda

54.55%

36.36%

9.09%

11

School

Moderately
important

Least
important

Unimportant

Total

Total

N = 103

When analyzing the responses for Quality 4, the majority of participants from the
three schools—St. Xavier’s Bokaro (n = 19, 57.58%), St. Joseph’s Latehar (n = 20,
74.07%), and Catholic Ashram school, Bhurkunda (n = 6, 54.55%)—rated planning and
organizing for instruction—as a “very important” teaching quality for Jesuit high schools.
Similarly, the majority of participants from St. Xavier’s school, Hazaribag, (n = 16, 50%)
rated Quality 4—planning and organizing for instruction—as “important” for effective
teaching. Table 22 presents the percentage of respondents’ rating of Quality 4 from the
selected four Jesuit high schools in the Province of Hazaribag, India.
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Table 22
Percentage of Respondents’ Ratings of Quality 4: Planning and Organizing for
Instruction for All Participants (N = 103) From the Selected Four Jesuit High Schools in
the Province of Hazaribag, India
Rating
School

Very
important

Important

Moderately
important

Least
important

Unimportant

Total

St. Xavier’s School,
Bokaro

57.58%

30.30%

12.12%

33

St. Xavier’s School,
Hazaribag

34.38%

50.00%

15.63%

32

St. Joseph’s School,
Latehar

74.07%

18.52%

7.41%

27

Catholic Ashram
School, Bhurkunda

54.55%

36.36%

9.09%

11

Total

N = 103

Regarding the responses to Quality 5—implementing instruction—from all four
Jesuit high schools, Hazaribag, India, the majority participants from St. Xavier’s school,
Bokaro (n = 23, 69.70%) rated it as a “very important” teaching quality. Similarly, the
majority of participants from two Jesuit schools—St. Xavier’s School, Hazaribag (n = 17,
53.13%) and Catholic Ashram School, Bhurkunda (n = 5, 45.45%)—rated Quality 5 as an
“important” quality. Table 23 presents the percentage of respondents’ rating of Quality
5—implementing instruction for all participants—from the selected four Jesuit high
schools in the Province Hazaribag, India.
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Table 23
Percentage of Respondents’ Ratings of Quality 5: Implementing Instruction for All
Participants (N = 103) From the Selected Four Jesuit High Schools in the Province of
Hazaribag, India
Rating
School

Very
important

Important

Moderately
important

Least
important

Unimportant

Total

St. Xavier’s
School, Bokaro

69.70%

22.24%

9.09%

33

St. Xavier’s
School, Hazaribag

37.50%

53.13%

9.38%

32

St. Joseph’s
School, Latehar

33.33%

25.93%

37.04%

3.70%

27

Catholic Ashram
School,
Bhurkunda

36.36%

45.45%

9.09%

9.09%

11

Total

N = 103

Finally, when analyzing responses to Quality 6, the majority of participants from
three Jesuit schools—St. Xavier’s Bokaro (n = 25, 75.76%), St. Joseph’s School, Latehar
(n = 17, 62.96%), and Catholic Ashram School, Bhurkunda (n = 5, 45.45%) rated
monitoring student progress and potential as “very important” for ET. In contrast, in St.
Xavier’s School, Hazaribag, an equal number of participants (n = 15) rated Quality 6 as
“very important” and “important” respectively. Table 24 presents the percentage of
respondents’ rating of Quality 6—monitoring student progress and potential—for all
participants (N = 103) from the selected four Jesuit high schools in the Province of
Hazaribag, India.
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Table 24
Percentage of Respondents’ Ratings of Quality 6: Monitoring Student Progress and
Potentials for All Participants (N = 103) From the Selected Four Jesuit High Schools in
the Province of Hazaribag, India
Rating
School

Very
important

Important

Moderately
important

Least
important

Unimportant

Total

St. Xavier’s
School, Bokaro

75.76%

21.21%

3.03%

33

St. Xavier’s
School,
Hazaribag

46.88%

46.88%

6.25%

32

St. Joseph’s
School, Latehar

62.96%

22.22%

14.81%

27

Catholic Ashram
School,
Bhurkunda

45.45%

36.36%

9.09%

9.09%

Total

11

N = 103

Summary of Findings: Research Subquestion 1
As a whole, when analyzing responses of all participants, the results clearly
indicated that all six teaching qualities defined by Stronge (2002, 2007) were considered
important for improving quality teaching in Jesuit high schools in Hazaribag Province,
India, by the majority of respondents in the study. Moreover, Quality 2—teacher as a
person—stood out as the most important quality and was rated as “very important” by the
majority (n = 71, 68.93%) of participants. Also, Quality 1—prerequisites of effective
teaching—received ratings as the second most important quality by 66 (64%) of
participants for developing ET in Jesuit high schools in Hazaribag, India. Last, Quality
6—monitoring student progress and potential—was rated as the third most important
quality by 61 (59%) participants for improving teaching quality in Jesuit schools.
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Thus, in general, findings from Research Subquestion 1 emphasized the
importance of recruiting, developing, and supporting teachers who showed great desire to
grow in professional, social, moral, and personal competencies to accompany students
effectively in their learning. In addition, findings highlighted that preservice teachertraining program(s) played an important role in preparing quality teachers, and that
Stronge’s (2002, 2007) Quality 1—prerequisites of effective teaching—required
thorough assessment when considering new teachers for Jesuit high schools.
Findings for Research Subquestion 2
Research Subquestion 2
To what extent do administrators and teachers perceive the qualities of teachers,
as defined by Stronge (2002, 2007), to be important for ET in Jesuit secondary schools?
To answer Research Subquestion 2, Survey Section II Questions 7–11 asked
participants to rate, by degree of importance, the five teaching qualities defined by JSEA
(2011) and JSN (2015a). Additionally, for distinctive categorization of responses, a 5point Likert-type scale (“very important,” “important,” “moderately important,” “least
important,” and “unimportant”) was used in the survey. The USF Qualtrics software
statistical tool was used to calculate frequencies, means, standard deviations, and
variances of the responses of participants.
Among 107 participants from the selected four Jesuit high schools in the Province
of Hazaribag, India, 103 (96.26%) of them responded to the Survey Questions 7–11. The
remaining four (3.74%) declined survey participation. Table 25 presents the frequency of
respondents’ ratings of five qualities from the JSEA (2011) and JSN’s (2015a) for all
participants (N = 103).
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Table 25
Frequency of Respondents’ Ratings of the Qualities of JSEA (2011)/JSN’s (2015) for All
Survey Respondents From Four Selected Jesuit High Schools in Hazaribag Province,
Jharkhand, India (N = 103)
Rating
Very
important

Important

Moderately
important

Caring for the individuals

69

27

7

Discerning ways of
teaching and learning

55

48

6

Modeling Ignatian
pedagogy

66

29

8

Building community and
fostering collaboration

55

34

11

3

Animating the Ignatian
vision

55

39

7

1

Quality

Least
important

Unimportant

1

Note. Adapted from The Profile of an Ignatian Educator, by Jesuit Schools Network, 2015a, Washington,
DC: Author; The Profile of an Ignatian Educator, by Jesuit Secondary Education Association, 2011,
Washington, DC, Author, retrieved from http://community.jsea.org/mod/resource/view.php?id=502.

Table 25 clearly indicated that a majority of participants (n = 69, 67%) rated
Quality 7—caring for the individuals—as “very important” for quality teaching in Jesuit
high schools in Hazaribag Province, India. Then, Quality 9—modeling Ignatian
pedagogy—was rated as the second most important quality by 66 (64%) participants. The
remaining three qualities were jointly rated as the third important teaching quality each
by 55 (53%) participants.
Additionally, when the responses to Survey Questions 7–11 were further analyzed
for administrators and teachers separately, among both groups of respondents, the
majority rated each of the five teaching qualities as “very important.” For Quality 7, nine
(81.82.%) administrators rated caring for the individuals as “very important.” Similarly,
Quality 8—discerning ways of teaching and learning. Quality 9—modeling Ignatian
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pedagogy, Quality 10—building community and fostering collaboration—and Quality
11—animating the Ignatian vision—were “very important” to administrators. Thus,
administrators indicated that the five teaching qualities defined by JSEA (2011) and JSN
(2015a) were important for improving teaching in Jesuit high schools, Hazaribag. Table
26 presents the frequency of respondents’ ratings of the qualities of JSEA (2011) and JSN
(2015a) for all administrators.
Table 26
Frequency of Respondents’ Ratings of the Qualities of JSEA (2011)/JSN’s (2015) for All
Administrators From Four Selected Jesuit High Schools in Hazaribag, Province,
Jharkhand, India (n = 11)
Rating
Quality

Very
important

Important

Moderately
important

Caring for the individuals

9

2

Discerning ways of
teaching and learning

8

2

1

Modeling Ignatian
pedagogy

8

2

1

Building community and
fostering collaboration

7

2

2

Animating the Ignatian
vision

6

5

Least
important

Unimportant

Note. Adapted from The Profile of an Ignatian Educator, by Jesuit Schools Network, 2015a, Washington,
DC: Author; The Profile of an Ignatian Educator, by Jesuit Secondary Education Association, 2011,
Washington, DC, Author, retrieved from http://community.jsea.org/mod/resource
/view.php?id=502.

When analyzing the responses of teachers (n = 92) to Survey Questions 7–11, the
majority rated each of the five qualities of JSEA (2011) and JSN (2015a) as very
important for ET in Jesuit high schools in Hazaribag, India. Moreover, responses further
indicated that Quality 7—caring for the individuals—was rated by a maximum number of
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teachers (n = 60, 65%) as a “very important” teaching quality. Table 27 presents the
frequency of teachers’ ratings of the five qualities of the JSEA (2011) and JSN (2015a).
Table 27
Frequency of Respondents’’ Ratings of the Qualities of JSEA (2011)/JSN’s (2015) for All
Teachers From Four Selected Jesuit High Schools in Hazaribag Province, Jharkhand,
India (n = 92)
Rating
Very
important

Important

Moderately
important

Caring for the individuals

60

25

7

Discerning ways of teaching and
learning

47

40

5

Modeling Ignatian pedagogy

58

27

7

Building community and fostering
collaboration

48

32

9

3

Animating the Ignatian vision

49

34

7

1

Quality

Least
important

Unimportant

1

When considering responses to Survey Questions 7–11 separately for the selected
four Jesuit high schools, the majority of participants rated the five teaching qualities of
the JSEA (2011) and JSN (2015a) as “very important” for enhancing ET and student
learning. But when looking at responses for each quality separately, Quality 7—caring
for the individuals—was rated very high by most respondents (n = 69, 67%) from the
four Jesuit high schools of Hazaribag Province, India. Table 28 presents the percentage of
respondents’ rating of Quality 7—caring for the individuals—for all participants from the
selected four Jesuit high schools in the Province of Hazaribag, India.

123
Table 28
Percentage of Respondents’ Ratings of Quality 7: Caring for the Individuals for All
Participants From the Selected Four Jesuit High Schools in Hazaribag Province,
Jharkhand, India (N = 103)
Rating
School

Very
important

Important

Moderately
important

Least
important

Unimportant

Total

St. Xavier’s
School, Bokaro

78.79%

18.18%

3.03%

33

St. Xavier’s
School,
Hazaribag

59.38%

37.50%

3.13%

32

St. Joseph’s
School, Latehar

62.96%

22.22%

14.81%

27

Catholic Ashram
School,
Bhurkunda

63.64%

27.27%

9.09%

11

Total

N = 103

When further analyzing responses to Quality 8, the majority of participants
(n = 18, 66.67%) from St. Joseph’s School, Latehar, and St. Xavier’s School, Bokaro
(n = 19, 57.58%) rated discerning ways of teaching and learning as “very important” for
ET. Similarly, the majority of participants from the remaining two schools considered it
“important” for improving ET. Table 29 presents the percentage of respondents’ ratings
of Quality 8—discerning ways of teaching and learning—for all participants from the
four Jesuit schools in Hazaribag Province, India.
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Table 29
Percentage of Respondents’ Ratings of Quality 8: Discerning Ways of Teaching and
Learning for All Participants From the Selected Four Jesuit High Schools in Hazaribag
Province, Jharkhand, India (N = 103)
Rating
School

Very
important

Important

Moderately
important

Least
important

Unimportant

Total

St. Xavier’s
School, Bokaro

57.58%

36.36%

6.06%

33

St. Xavier’s
School,
Hazaribag

40.63%

53.13%

6.25%

32

St. Joseph’s
School, Latehar

66.67%

25.93%

7.41%

27

Catholic Ashram
School,
Bhurkunda

45.45%

54.55%

Total

11

N = 103

Regarding Quality 9—modeling Ignatian pedagogy—the majority of participants
from three Jesuit high schools—St. Xavier’s School, Bokaro (n = 25, 75.76%), St.
Joseph’s School, Latehar (n = 19, 70.37%), and Catholic Ashram School, Bhurkunda
(n = 7, 63.64%), rated Quality 9 as “very important” for developing teachers’
effectiveness in Jesuit schools in Hazaribag. In addition, almost an equal number of
participants from St. Xavier’s School, Hazaribag, rated Quality 9 as “very important”
(n = 15) and “important” (n = 14). Table 30 presents the percentage of respondents’
rating of Quality 9—modeling Ignatian pedagogy—for all participants from the selected
four Jesuit high schools in the Province of Hazaribag, India.
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Table 30
Percentage of Respondents’ Ratings of Quality 9: Modeling Ignatian Pedagogy for All
Participants From the Selected Four Jesuit High Schools in Hazaribag Province,
Jharkhand, India (N = 103)
Rating
School

Very
Important

Important

Moderately
Important

Least
Important

Unimportant

Total

St. Xavier’s
School, Bokaro

76.76%

15.15%

9.09%

33

St. Xavier’s
School, Hazaribag

46.88%

43.13%

9.38%

32

St. Joseph’s
School, Latehar

70.37%

25.93%

3.70%

27

Catholic Ashram
School,
Bhurkunda

63.64%

27.27%

9.09%

11

Total

N = 103

The analysis of all responses to Quality 10 showed that the majority of
participants from two schools—St. Xavier’s School, Bokaro (n = 23, 69.70%) and St.
Joseph’s School, Latehar (n = 16, 59.26%) rated building community and fostering
collaboration as “very important” for ET in Jesuit schools, Hazaribag. In contrast, the
majority of participants from the remaining two schools—St. Xavier’s School, Hazaribag
(n = 17, 53.13%) and Catholic Ashram School, Bhurkunda (n = 3, 26.26), rated building
community and fostering collaboration as an “important” teaching quality for Jesuit
schools. Most surprisingly, 18.18% participants from Catholic Ashram School,
Bhurkunda, rated Quality 10 as “least important,” as did 3.03% participant from St.
Xavier’s School, Bokaro. Table 31 presents the percentage of respondents’ rating of
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Quality 10—building community and fostering collaboration—for all participants from
the selected four Jesuit high schools in the Province of Hazaribag, India.
Table 31
Percentage of Respondents’ Ratings of Quality 10: Building Community and Fostering
Collaboration for All Participants From the Selected Four Jesuit High Schools in
Hazaribag Province, Jharkhand, India (N = 103)
Rating
Very
Important

Important

Moderately
Important

Least
Important

St. Xavier’s School,
Bokaro

69.70%

18.18%

9.09%

3.03%

St. Xavier’s School,
Hazaribag

40.63%

53.13%

6.25%

32

St. Joseph’s School,
Latehar

59.26%

29.63%

11.11%

27

Catholic Ashram
School, Bhurkunda

27.27%

27.27%

27.27%

School

Unimportant

Total
33

18.18%

Total

11
N = 103

Last, when examining all responses to Quality 11, the majority of participants
from three Jesuit high schools—St. Xavier’s School, Bokaro (n = 20, 60.61%), St.
Joseph’s School, Latehar (n = 17, 62.96%), and Catholic Ashram School, Bhurkunda
(n = 7, 63.64%), rated animating the Ignatian vision as “very important” for improving
teaching quality in Jesuit schools. Although the majority participants from the fourth
school—St. Xavier’s School, Hazaribag (n = 19, 59.38%), rated Quality 11 as an
“important” teaching quality, 3.03% participant rated Quality 11 as “unimportant,” and
9.09% participants from Catholic Ashram School, Bhurkunda as “least important.” Table
32 presents the percentage of respondents’ rating of Quality 11—animating the Ignatian
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vision—for all participants from the selected four Jesuit high schools in the Province of
Hazaribag, India.
Table 32
Percentage of Respondents’ Ratings of Quality 11: Animating the Ignatian Vision for All
Participants From the Selected Four Jesuit High Schools in Hazaribag Province,
Jharkhand, India (N = 103)
Rating
Very
Important

Important

St. Xavier’s School,
Bokaro

60.61%

24.24%

12.12%

St. Xavier’s School,
Hazaribag

34.38%

59.38%

6.25%

St. Joseph’s School,
Latehar

62.96%

37.04%

Catholic Ashram
School, Bhurkunda

63.64%

18.18%

School

Total

Moderately
Important

Least
Important

Unimportant

Total

3.03%

33
32
27

9.09%

9.09%

11
N = 103

Finally, when comparing responses of the combined list of 11 teaching qualities—
six from Stronge (2002, 2007) and five from JSEA (2011) and JSN’s (2015a), the mean
of all responses was M = 1.52 and the mean of SD was SD = 0.70, which indicates that
the majority of study respondents rated the combined list of 11 teaching qualities either
“very important” or “important.” Further, when comparing the combined list of qualities
(Stronge’s and JSEA/JSN’s) in ascending order of importance by their mean score,
Quality 7—caring for the individuals (M = 1.40)—was most highly rated important
quality by the majority of participants with Quality 9—modeling Ignatian pedagogy
(M = 1.44) as the second most important quality and Quality 2—teacher as a person—
(M = 145) as the third most important quality. Remarkably, animating the Ignatian vision
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and building community and fostering collaboration were rated as the 10th and 11th most
important qualities by most participants for developing quality teachers in Jesuit high
schools of Hazaribag Province, India. Table 33 presents all respondents’ rankings of the
Stronge (2002, 2007), JSEA (2011), and JSN’s (2015a) qualities in ascending order of
importance by mean score.
Table 33
All Respondents’ Rankings of the Qualities Comprising Stronge’s (2002, 2007) and JSEA
(2011)/JSN’s (2015) in Ascending Order of Importance By Mean Score (N = 103)
Quality

M

SD

Caring for the individuals

1.40

0.68

Modeling Ignatian pedagogy

1.44

0.63

Teacher as a person

1.45

0.84

Classroom management and organization

1.48

0.54

Prerequisites for effective teaching

1.50

0.81

Monitoring student progress and potentials

1.50

0.68

Discerning ways of teaching and learning

1.52

0.60

Planning and organization for instruction

1.57

0.69

Animating the Ignatian vision

1.58

0.74

Building community and fostering collaboration

1.63

0.79

Note. Qualities of Effective Teachers, by J. H. Stronge, 2002, Alexandria, VA, Association for Supervision
and Curriculum Development; Qualities of Effective Teachers, by J. H. Stronge, 2007, 2nd ed., Alexandria,
VA, Association for Supervision and Curriculum Development; The Profile of an Ignatian Educator, by
Jesuit Secondary Education Association, 2011, Washington, DC, Author, retrieved from
http://community.jsea.org/mod/resource/view.php?id=502; Profile of Jesuit High School Graduate at
Graduation. by Jesuit Schools Network, 2015b, Washington, DC, Author, retrieved from
https://www.jesuitschoolsnetwork.org/pedagogy/graduate

Likewise, when considering responses separately for administrators and teachers,
the majority of administrators and teachers rated the combined 11 teaching qualities
either as “very important” or “important.” The majority of teachers rated Quality 7—
caring for the individuals (M = 1.42)—as the most important quality for ET in Jesuit high
schools of Hazaribag Province, India. Then, Quality 8—modeling Ignatian pedagogy
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(M = 1.45) and Quality 2—teacher as a person (M=1.46) were considered the second and
the third most important qualities, respectively. Quality 10—building community and
fostering collaboration (M = 1.64)—and Quality 5—implementing instruction (M = 1.78)
were rated the 10th and 11th most important qualities by the majority teachers. Table 34
presents teachers’ rankings of Stronge’s (2002, 2007) and JSEA (2011) and JSN’s (2015)
qualities in ascending order of importance by mean score.
Table 34
Teachers’ Rankings of the Qualities Comprising Stronge’s (2002, 2007) and JSEA
(2011)/JSN’s (2015) in Ascending Order of Importance By Mean Score (n = 92)
Quality

M

SD

Caring for the individuals

1.42

0.63

Modeling Ignatian pedagogy

1.45

0.63

Teacher as a person

1.46

0.88

Classroom management and organization

1.47

0.52

Prerequisites for effective teaching

1.51

0.88

Monitoring student progress and potentials

1.52

0.70

Discerning ways of teaching and learning

1.54

0.60

Planning and organization for instruction

1.57

0.70

Animating the Ignatian vision

1.60

0.77

Building community and fostering collaboration

1.64

0.79

Implementing instruction

1.78

0.82

Note. Qualities of Effective Teachers, by J. H. Stronge, 2002, Alexandria, VA, Association for Supervision
and Curriculum Development; Qualities of Effective Teachers, by J. H. Stronge, 2007, 2nd ed., Alexandria,
VA, Association for Supervision and Curriculum Development; The Profile of an Ignatian Educator, by
Jesuit Secondary Education Association, 2011, Washington, DC, Author, retrieved from
http://community.jsea.org/mod/resource/view.php?id=502; Profile of Jesuit High School Graduate at
Graduation. by Jesuit Schools Network, 2015b, Washington, DC, Author, retrieved from
https://www.jesuitschoolsnetwork.org/pedagogy/graduate

Then, when arranging the mean scores of administrators’ responses in ascending
order of importance for the combined 11 qualities, the majority of administrators, too,
rated Quality 9—caring for the individuals (M = 1.18)—as the most important quality for

130
ET in Jesuit high schools in the Province of Hazaribag, India. Then, monitoring student
progress and potential and teacher as a person were considered the second and third most
important qualities. Building community and fostering collaboration and planning and
organizing for instruction were rated as the 10th and 11th important qualities in the
combined list by the majority of administrators. Table 35 presents administrators’
rankings of the qualities from Stronge (2002, 2007), JSEA (2011), and JSN (2015a) in
ascending order of importance by mean score.
Table 35
Administrators’ Rankings of the Qualities Comprising Stronge’s (2002, 2007) and JSEA
(2011)/JSN’s (2015) in Ascending Order of Importance By Mean Score (n = 11)
Quality

M

SD

Caring for the Individuals

1.18

0.39

Monitoring Student Progress and Potentials

1.27

0.45

Teacher as a Person

1.36

0.48

Implementing instruction

1.36

0.48

Discerning Ways of Teaching and Learning

1.36

0.64

Modeling Ignatian Pedagogy

1.36

0.64

Prerequisites for Effective Teaching

1.45

0.66

Animating the Ignatian Vision

1.45

0.50

Classroom Management and Organization

1.55

0.66

Building Community and Fostering Collaboration

1.55

0.78

Planning and Organizing for Instruction

1.64

0.64

Note. Qualities of Effective Teachers, by J. H. Stronge, 2002, Alexandria, VA, Association for Supervision
and Curriculum Development; Qualities of Effective Teachers, by J. H. Stronge, 2007, 2nd ed., Alexandria,
VA, Association for Supervision and Curriculum Development; The Profile of an Ignatian Educator, by
Jesuit Secondary Education Association, 2011, Washington, DC, Author, retrieved from
http://community.jsea.org/mod/resource/view.php?id=502; Profile of Jesuit High School Graduate at
Graduation. by Jesuit Schools Network, 2015b, Washington, DC, Author, retrieved from
https://www.jesuitschoolsnetwork.org/pedagogy/graduate

Similarly, when comparing respondents’ rankings of all 11 qualities among four
Jesuit high schools of the Hazaribag Province by their mean score, two schools—St.
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Xavier’s School, Bokar and St. Xavier’s School, Hazaribag showed the lowest mean
score for Quality 2—teacher as a person—and Quality 7—caring for the individuals. St.
Joseph’s School, Latehar, indicated the lowest mean score for Quality 4—planning and
organizing for instruction—and Quality 9—modeling Ignatian pedagogy. In contrast,
Catholic Ashram School, Bhurkunda, showed the lowest mean score for Quality 7—
caring for the individuals—and Quality 9—modeling Ignatian pedagogy. Table 36
presents respondents’ rankings of the Stronge (2002, 2007), JSEA (2011) and JSN
(2015a) qualities by four Jesuit high schools of Hazaribag Province and by their mean
score.
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Table 36
Respondents’ Rankings of the Qualities Comprising Stronge’s (2002, 2007) and JSEA
(2011)/JSN’s (2015) By Four Jesuit High Schools, Hazaribag and By Mean Score (N =
103)
Catholic Ashram
School,
St. Xavier’s
St. Xavier’s
St. Joseph’s
School, Bokaro, School, Hazaribag, School, Latehar, Bhurkunda, India
India (N = 33)
India (N = 32)
India (N = 27)
(N = 11)
M
SD
M
SD
M
SD
M
SD
1.15
0.36
1.59
0.74
1.81
1.22
1.55
0.78

Quality/school
Prerequisites of effective
teaching
Teacher as a person
1.15
0.43
1.38
0.48
1.63
1.25
2.09
0.90
Classroom management and
1.27
0.45
1.58
0.50
1.63
0.55
1.55
0.66
organization
Planning and organizing for
1.55
0.70
1.81
0.68
1.33
0.61
1.55
0.66
instruction
Implementing instruction
1.39
0.65
1.72
0.62
2.11
0.92
1.91
0.90
Monitoring student progress
1.27
0.51
1.59
0.61
1.52
0.74
1.82
0.94
and potentials
Caring for the individuals
1.24
0.49
1.44
0.56
1.52
0.74
1.45
0.66
Discerning ways of teaching
1.48
0.61
1.66
0.59
1.41
0.62
1.55
0.50
and learning
Modeling Ignatian pedagogy
1.33
0.64
1.63
0.65
1.33
0.54
1.45
0.66
Building community and
1.45
0.78
1.66
0.59
1.52
0.69
2.36
1.07
fostering collaboration
Animating the Ignatian vision
1.61
0.92
1.72
0.57
1.32
0.48
1.64
0.98
Note. Qualities of Effective Teachers, by J. H. Stronge, 2002, Alexandria, VA, Association for Supervision
and Curriculum Development; Qualities of Effective Teachers, by J. H. Stronge, 2007, 2nd ed., Alexandria,
VA, Association for Supervision and Curriculum Development; The Profile of an Ignatian Educator, by
Jesuit Secondary Education Association, 2011, Washington, DC, Author, retrieved from
http://community.jsea.org/mod/resource/view.php?id=502; Profile of Jesuit High School Graduate at
Graduation. by Jesuit Schools Network, 2015b, Washington, DC, Author, retrieved from
https://www.jesuitschoolsnetwork.org/pedagogy/graduate

Likewise, when the rankings of all qualities were analyzed by mean score for
composite qualities (see Figure 1), “mission and vision,” “profession as a vocation,”
“personal caring for individuals,” “collaboration,” and “academic excellence,” the
qualities of “personal caring for individuals” and “profession as a vocation” showed the
two lowest mean scores in St. Xavier’s School, Bokaro, and St. Xavier’s School,
Hazaribag. Also, the qualities “mission and vision” and “profession as a vocation”
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indicated the lowest mean scores in St. Joseph’s School, Latehar. Last, when comparing
the rankings of qualities against Catholic Ashram School, Bhurkunda, the qualities
“profession as a vocation” and “mission and vision” had the two lowest mean score
among the list. Thus, the rankings of the composite qualities by mean score further
highlighted and confirmed that teaching qualities such as “teacher as a caring person,”
“teacher as a competent person,” and “teacher as a collaborative person” are important
for effective learning of students in Jesuit schools of Hazaribag Province, India. Table 37
presents respondents’ rankings of Stronge’s (2002, 2007), JSEA (2011), and JSN’s
(2015a) composite qualities by four Jesuit high schools in Hazaribag Province and by
mean score.
Summary of Findings: Research Subquestion 2
Thus, the findings for Research Subquestion 2 indicated that the majority of
participants (n = 69, 67%) considered Quality 7—caring for the individuals—as the most
important teaching quality for secondary teachers in Hazaribag Province, India. Then,
findings also pointed out that Quality 9—modeling Ignatian pedagogy” (n = 66, 64%)
was rated the second most important quality for teachers in the Province of Hazaribag,
India. Moreover, these findings implied that for a holistic and effective Jesuit education
in the Hazaribag Province, India, teachers must possess strong personal qualities, such as
caring, respect, and empathy, and also adequate knowledge to apply Ignatian pedagogy in
their classrooms.

134
Table 37
Respondents’ Rankings of the Composite Qualities Comprising Stronge’s (2002, 2007)
and JSEA (2011)/JSN’s (2015) By Four Jesuit High Schools, Hazaribag Province, By
Mean Score (N = 103)
St. Xavier’s
St. Xavier’s
St. Joseph’s
School, Bokaro, School, Hazaribag, School, Latehar,
India (N = 33)
India (N = 32)
India (N = 27)
Quality/School

M

SD

M

SD

M

SD

Catholic Ashram
School,
Bhurkunda, India
(N = 11)
M

SD

Personal caring for
individuals

1.19

0.46

1.41

0.52

1.57

0.99

1.77

0.78

Profession as a vocation

1.24

0.50

1.61

0.69

1.57

0.88

1.50

0.72

Academic excellence

1.39

0.58

1.67

0.60

1.60

0.68

1.67

0.73

Collaboration

1.45

0.78

1.66

0.59

1.52

0.69

2.36

1.07

Mission and vision

1.61

0.92

1.72

0.57

1.32

0.48

1.64

0.98

Note. Qualities of Effective Teachers, by J. H. Stronge, 2002, Alexandria, VA, Association for Supervision
and Curriculum Development; Qualities of Effective Teachers, by J. H. Stronge, 2007, 2nd ed., Alexandria,
VA, Association for Supervision and Curriculum Development; The Profile of an Ignatian Educator, by
Jesuit Secondary Education Association, 2011, Washington, DC, Author, retrieved from
http://community.jsea.org/mod/resource/view.php?id=502; Profile of Jesuit High School Graduate at
Graduation. by Jesuit Schools Network, 2015b, Washington, DC, Author, retrieved from
https://www.jesuitschoolsnetwork.org/pedagogy/graduate

Findings for Research Subquestion 3
Research Subquestion 3
In what manner(s) do administrators support the qualities of teaching, identified
by Stronge (2002, 2007), JSEA (2011), and JSN (2015a), in their faculty?
To gather information to answer Research Subquestion 3, survey Section III
included five open-ended questions (Questions 16, 17, 18, 19, and 20), asking
administrators to define the manners of support they gave staff to improve teaching skills
and student learning in Jesuit schools in Hazaribag, India. Survey Question 16 asked
administrators to select from the combined list of 10 teaching qualities (excluding
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“prerequisites of effective teachers”) that were considered important for professional
development of teachers in faculties of Jesuit schools. Altogether, 11 administrators from
the selected four Jesuit high schools responded to this question and defined qualities from
the list that were valued most for staff development of their staff. Administrators
considered three qualities—teacher as a person, modeling Ignatian pedagogy, and
building community and fostering collaboration as the three most important and
supportive qualities for developing staff in their schools.
Moreover, for Survey Question 17, administrators were asked specifically to
describe the manner(s) of support they offer in developing Stronge’s (2002, 2007), JSEA
(2011), and JSN’s (2015a) teaching qualities in their schools. Survey Question 17
provided participants seven options of supporting qualities of ET in their schools: (a)
organizing teacher seminars and workshops, (b) providing coaching supports to teachers,
(c) establishing a professional-learning community, (d) offering professionaldevelopment resources, (e) providing mentoring assistance to teachers, (f) facilitating
team teaching of lessons, and (g) providing self-paced learning opportunities.
All 11 administrators (eight = Jesuits and three = lay) from the selected four Jesuit
high schools responded to survey Question 17. The majority of administrators (n = 10)
reported organizing teachers’ seminars and workshops as the most prevalent manner of
support. In contrast, nine administrators reported providing self-paced learning
opportunities, and nine stated providing coaching supports and mentoring assistance were
the most prominent ways of supports currently given to staff for developing ET in Jesuit
schools. Figure 10 presents the frequency of manners of professional supports
administered by administrators in Jesuit high schools of Hazaribag Province, India.
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Figure 10.Frequency of manners of professional supports offered by administrators to
teachers in four Jesuit high schools in Hazaribag Province, India.
Next, in Survey Section III, Question 18 asked participants to list the additional
best practices (if any) that they practiced and considered important for improving
teaching skills of teachers in Jesuit high schools. From the responses of 11 administrators
to survey Item 18, the following three additional best practices of administrators
predominantly surfaced: (a) regular evaluation of teaching and giving timely constructive
feedbacks to teachers (n = 4), (b) encouraging peer observations and feedback (n = 3),
and (c) conducting subject-wise workshops and emphasizing collaboration (n = 3) among
staff. In the same Section III, Survey Question 19 probed administrators to suggest three
effective ways to improve professional-development programs. Two suggestions for
improving professional-development programs in Jesuit schools stood out as prominent:
emphasis on team teaching and collaboration with other schools (n = 3), and subject-wise
skills development (n = 2). survey Question 20 explored types of professional-
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development program(s) Jesuit administrators considered important for developing ET in
Jesuit high schools in next 3–4 years. In response to Survey Question 20, two suggestions
emerged strongly: developing technological skills and upgrading schools in technology
(n = 4), and emphasizing IPP-skills development (n = 3).
In addition to the five open-ended questions, as supplementary data for Research
Subquestion 3, a semistructured interview was conducted with all administrators. The
semistructured interviews primarily probed questions on the following six aspects:
(a) strengths of effective secondary teaching, (b) areas of concern of effective secondary
teaching, (c) opportunities for developing qualities of effective teaching, (d) development
of ET in the next 3–4 years, (e) name(s) of TE framework(s) currently followed in
schools, and (f) any additional suggestions.
All 11 administrators from the selected four Jesuit high schools in the Province of
Hazaribag, India, participated in the semistructured interviews. In response to interview
Question 1, the majority of administrators reported four strengths of ET in Jesuit high
schools: (a) commitment and sincerity (n = 7), (b) willingness to work hard (n = 7),
(c) sense of belongingness and collaboration (n = 6), and (d) clarity of content knowledge
(n = 4). However, in response to Interview Question 2, which asked about areas of
concerns of ET in Jesuit secondary schools, five major areas of concerns emerged:
(a) poor quality of teachers and teaching certification (B.Ed.) (n = 10), (b) lack of
personal care to individual needs of the students (n = 8), (c) lack of technological skills
and uses (n = 6), (d) lack of motivation and innovation in teaching (n = 4), and (e) poor
communication (language) skills (n = 2).
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In Interview Question 3, administrators were asked to suggest opportunities
considered important for improving ET in Jesuit high schools. Most administrators’
responses to this question suggested the following as potential opportunities:
(a) development of a framework of best practices for all Jesuit secondary schools to
develop, support, and evaluate ET in the province (n = 8), (b) improvement of technology
and teaching aids (n = 6), and (c) regular follow-up workshops on IPP (n = 4).
Furthermore, Interview Question 4 asked administrators to suggest ways of
developing ET in Jesuit high schools in next 3–4 years. The majority of the
administrators proposed the following three practices for future development: (a) a
common standard for mentoring teachers (n = 8), (b) providing teachers with resources
and skills for personalized teaching (n = 6), and (c) a database structure to follow-up on
students’ progress (n = 6). The fifth interview question asked administrators to name or
comment on the TE framework(s) that was currently used in Jesuit high schools. In
response, all administrators (n = 11) reported that none of the teaching framework(s) was
followed in any of the four Jesuit high schools.
Last, in the sixth interview question, participants were asked an open-ended
question to describe any additional suggestions they wished to provide for the
development of ET in Jesuit high schools. The majority of the administrators considered
the following three issues important for improving effective teaching: (a) strategic
planning for Jesuit school effectiveness (n = 9), (b) regular update of all school facilities
to build and support ET (n = 7), and (c) creating a healthy environment for effective
dialogue and collaboration with students and staff (n = 5).
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Summary of Findings: Research Subquestion 3
Thus, when combining findings from open-ended Survey Questions 15–20 and
semistructured interviews, the majority of Jesuit administrators (n = 10) conducted
seminars or workshops for teachers annually to enhance their teaching skills. Also, some
administrators provided guidance and mentoring (n = 9) and others occasionally offered
professional-development resources (n = 9) to teachers.
Regarding suggestions for future improvement of the profession, the majority of
the administrators from the four Jesuit high schools pointed out the following aspects for
development: (a) a common standard for developing and mentoring teachers in the
province (n = 8), (b) improvement of technology and teaching aids (n = 6), (c) regular
follow-up workshops on IPP (n = 4), and (d) subject-wise skills development of teachers
(n = 3).
Findings for Research Subquestion 4
Research Subquestion 4
In what manner(s) do teachers demonstrate the qualities of teaching, identified by
Stronge (2002, 2007), JSEA (2011), and JSN (2015a), in their classrooms?
To answer Research Subquestion 4, survey Section IV had five open-ended
questions (Question 22, 23, 24, 25, and 26) that asked teachers specifically to self-report
the manners in which the ET was demonstrated in their classrooms. Survey Question 22
asked teachers to select from a combined list of 10 teaching qualities (excluding
“prerequisites of effective teachers” from the list) that were practiced most in classrooms
in the selected four Jesuit schools. From four different Jesuit high schools, 92 teachers
responded to this question and defined qualities from the list that were found most helpful
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to enhance student learning. Quality 2—teacher as a person (n = 54, 58%)—and Quality
11—animating Ignatian vision (n = 40, 43%)—were considered the two most helpful and
practiced from this list of 10 qualities. Moreover, qualities “discerning ways of teaching
and learning” (n = 33),”classroom management and organization” (n = 33), and
“monitoring student progress and potential” (n = 33) were jointly considered to be the
third most practiced and helpful teaching qualities for effective student learning. Figure
11 presents the frequency of teachers’ ranking of the combined 10 teaching qualities of
Stronge (2002, 2007), the JSEA (2011), and the JSN (2015) that were practiced most in
their classroom settings.
Survey Question 23 asked participants to mention the most effective additional
teaching skills (if any) that teachers practiced currently to enhance student learning. All
92 (100%) teachers responded to this survey question. Among many additional teaching
skills indicated, six were the most prominently practiced currently in Jesuit schools:
(a) project-based teaching (n = 42), (b) teaching by doing (n = 33), (c) group discussion
(n = 31), (d) relational teaching (n = 28), (e) reflective teaching (n = 22), and
(f) personalized teaching (n = 14).

141

Figure 11. Frequency of teachers’ ratings of combined teaching qualities of Stronge’
(2002, 2007) and JSEA (2011)/JSN’s (2015) by classroom practices.
Subsequently, survey Question 24 asked teachers to define, from their teaching
experience, what types of instructional skills served as most suitable for effective
learning of all students; 92 teachers responded to this survey question. Teachers provided
several suggestions of instructional skills for improving learning of all students, but
among all responses, the three most commonly suggested by the majority of respondents
were (a) activity-based teaching/project-based teaching/ problem-solving method/casestudy method, (b) reflective teaching, and (c) student-centered teaching/need-based
teaching.
Then, survey Question 25 asked participants to recommend ways school could
improve the professional ability of staff. In addition, the question offered participants
seven options from which to select and suggest for improving the professional abilities of
teachers. Although two teachers did not respond to this question, 90 teachers responded
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to this question and two teachers did not respond to this question. Of the 90 respondents,
34 (36%) suggested “organizing workshops or seminars every semester” as most helpful
for improving teaching abilities, and an equal number of teachers (n = 34, 36%) proposed
that “organizing workshops or seminars once in a year” is important. In addition, some
respondents recommended “providing self-paced learning opportunities” (n = 31, 33%)
as the most appropriate means for professional development, “establishing professional
learning community” (n = 17, 18%), and “providing regular coaching and mentoring”
(n = 13, 14%) as most suitable to enhance teaching in school. Figure 12 presents the
frequency of teachers’ suggestions for improving professional qualities in Jesuit high
schools in the Province of Hazaribag, India.

Figure 12. Frequency of teachers’ suggestions on improving professional qualities in
Jesuit high schools of Hazaribag Province, India.
Last, survey Question 26 asked participants to offer suggestions regarding the
improvement of quality teaching over the next 3–5 years in Jesuit schools; 92 teachers
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responded to this question. Teachers offered a wide range of suggestions; among all
responses, the most commonly observed suggestions were (a) improving technology
facilities for teaching and learning, (b) providing regular strategic support and feedback
to teachers, and (c) appointing special-education teachers for differently abled students.
Additionally, to supplement data for Research Subquestion 4, the researcher
observed classes of 30 teachers (St. Xavier’s School, Bokaro = 8, St. Xavier’s School,
Hazaribag = 8, St. Joseph’s School, Mahuadanr = 8, and Catholic Ashram School,
Bhurkunda = 6) to identify the best practices of teachers in Jesuit high schools in
Hazaribag Province, India. Each classroom observation lasted between 15 and 20 minutes
and focused on the following two aspects of a classroom activity: evidence of best
practices and areas of concern for quality teaching practices.
The researcher personally observed the classes of 30 teachers from the selected
four Jesuit high schools in the Hazaribag province in fall 2016. The researcher
synthesized the five domains of Stronge’s (2002, 2007) and five domains of JSEA
(2011)/JSN’s (2015a) into a framework for classroom observations. The synthesized
framework for classroom observations consisted the following two aspects of teaching in
Jesuit schools: (1) evidences of the best classroom practices, and (2) areas of concerns
observed for improving quality teaching in Jesuit schools.
Regarding the evidences of the best classroom practices, the researcher spotted
one predominantly practiced skill – effective use of questioning skills - among all teachers
in Jesuit schools in the province of Hazaribag province, India. The researcher witnessed
most of the teachers (n=29) out 30, using this skill for the following multiple purposes:
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(a) to revise lessons, (b) to recall lessons, (c) to relate/reflect lessons with the contexts,
and (d) to reassess learnt lessons.
For an example, in St. Xavier’s School, Hazaribag, India, the researcher saw the
following evidences of the practice of questioning skills of a teacher in a high school life
science class (grade 9) during the month of October 2016:
Teacher: “Student, let us talk about life, today.” “So, tell me, what is life
according to you?” “Or, can you tell, what type of life do we all have?”
Student (1): “Sir, I think we all are living creatures, and also, I think we fall under
the category of mammals.”
Teacher: “Excellent.” “Next, can any of you name, what are the major
constituents of our body?” “I mean, chemical constituents.” “Remember, you don’t have
to be exact with their scientific names.”
Student (2): “Sir, I think 70% of our body is made up water, I am not very sure...”
Teacher: “Great.” “Today, I would like to focus during this class answering two
questions related to human anatomy: (i) what are the different parts of our body, and what
are their functions in the body? and (ii) why some parts of our body are considered as
vital organs?”
Student (3): “Sir, also please tell us what do we mean by human physiology?”
Student (1): “Sir, are we going to visit human skeleton in the science lab?”
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Teacher: “Students, thanks for your additional queries.” “Yes, we will try to
cover all related topics, but not in the present class, may be in the next classes. Today, let
us try to understand what do we mean by different human organs and why vital organs
are vital in a human body?”
The abovementioned example characteristically represented the skillfulness of the
science teacher, and most significantly, it displayed how efficiently questioning skill can
be employed for effective explanation and transfer of content to students.
Moreover, among all classroom observations, the researcher observed four
prominent teaching practices of teachers that surfaced as effectively impacting student
learning in the classrooms: (a) effective use of questioning skills (n = 30, 100%), (b)
well-organized use of chalkboard (n = 27, 90%), (c) clarity of content knowledge
presentation and explanation (n = 21, 70%), and (d) some evidence of IPP (n = 4, 13%).
In contrast, concerning areas of improvement, the researcher noted the following five
areas of concerns of ET in Jesuit secondary schools: (a) teaching to tests (n = 29, 96%),
(b) teaching in isolation (n = 28, 93%), (c) teaching by dictating or lecturing (n = 29,
96%), (d) absence of special education (n = 30, 100%), and (e) absence of IPP (n = 26,
87%).
Summary of the Findings for Research Subquestion 4
Regarding the best classroom practices of teachers, survey responses to Question
22–26 indicated that the characteristics of Quality 2—teacher as a person—were valued
and demonstrated by the majority of teachers (n = 54). In addition, gleaned from
classroom observations, most teachers possessed superior subject knowledge and
presentation skills (n = 21) and the majority of them showed effective use of questioning
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skills (n = 30) and use of chalkboard (n = 27). However, findings also highlighted
“teaching to tests” as one of the major obstructions to ET in Jesuit high schools,
Hazaribag, India.
Some Additional Findings
In the survey questionnaire, four additional questions (12, 13, 15, and 21) that
inquired for information on the following aspects: (a) rating teaching skills identified by
Stronge (2002, 2007), JSEA (2011), and JSN (2015a) by degree of importance relative to
professional development and student learning (Questions15 and 21) (b) listing additional
teaching qualities (if any) that were not included in the combined list (Question 13), and
(c) ranking 11 teaching qualities from 1–11 in order of importance for effecting student
learning (Question 12).
Survey Questions 15 and 21 asked administrators and teachers to rate the teaching
skills as identified by Stronge (2002, 2007), JSEA (2011), and JSN (2015a) by degree of
importance relative to professional development and student learning; 103 participants
(11 administrators and 92 teachers) responded to this question. Of the 11 administrators,
nine (81.82%) rated teaching skills as “very important,” one (9.09%) rated them as
“important,” and one (9.09%) rated them as “moderately important.” In contrast, among
92 teachers, 45 (48.91%) rated teaching skills as “very important,” 44 (47.83%) as
“important,” two (2.17%) as “moderately important,” and one (9.09%) as “least
important.”
Survey Question 13 prompted participants to list additional teaching qualities that
were considered important but not included in the combined list. To answer this survey
question, 41 (39%) participants added some qualities to the list. Of those responding, six
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additional qualities of ET were considered important, but not included in the combined
list: (a) dedication and passion for teaching (n = 20), (b) collaboration with peers (n = 4),
(c) technology skills (n = 2), (d) the ability to adapt (n = 4), (e) passion for subject
(n = 10), and (f) love for student progress (n = 8).
Survey Question 12 asked the participants to rank 11 qualities in the order of
importance, assigning 1 to the most important quality and 11 to the least important.
Altogether, 103 participants responded to this question. Among the combined list of 11
qualities the following qualities received the highest percentage of rankings in order of
importance by participants: (a) prerequisites for effective teachers (n = 32, 31.07%),
(b) teacher as a person (n = 16, 15.53%), (c) animating the Ignatian vision (n = 14,
13.59%), and (d) classroom management and organization (n = 10, 9.71%). Three
qualities from the combined list—planning and organizing for instruction, implementing
instruction, and discerning ways of teaching and learning—received an equal percentage
(n = 6, 5.83%) of ranking.
Summary
Largely drawn from all data (surveys, semistructured interviews, and classroom
observations) and analysis, the majority of respondents considered all 11 teaching skills
identified by Stronge (2002, 2007), JSEA (2011), and JSN (2015a) as important and most
helpful for improving teaching quality and student learning in Jesuit schools in India. In
addition, findings suggested that qualities, such as “teacher as a caring person,” “teacher
as a competent person,” and “teacher as a collaborative person” are essential to develop
quality teachers in Jesuit secondary schools in Hazaribag, India.
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Also observed from the data was that Jesuit schools lacked greatly in providing
strategic supports such as teaching framework(s), regular feedback, subject-wise skills,
technology skills, and basic infrastructural supports to develop quality teachers. The data
further underlined concerns for upgrading the structural facilities of schools such as
introducing special-education teachers and improving technology, the library, and the
school environment to support teachers and students for holistic Jesuit secondary
education.
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CHAPTER V
SUMMARY, DISCUSSIONS, CONCLUSIONS, IMPLICATIONS, &
RECOMMENDATIONS
Summary of the Study
Over the past several decades, concerns about ET have attracted global
researchers to investigate the topic comprehensively. Despite numerous efforts, concerns
of quality teaching and learning persist as significant matters to resolve for many
educational institutions. Specifically, concerns about ET have been observed in Jesuit
high schools in the Province of Hazaribag, India. The shortage of quality teachers and the
absence of ET in Jesuit secondary schools in Hazaribag, India, have repeatedly surfaced
as one of the major limitations in providing a quality Jesuit education to students.
In the past, several educators and policymakers have emphasized the need for
preparation and improvement of quality teachers to ensure the success of all students in
every classroom (Danielson, 2006, 2007, 2011; Darling-Hammond, 2000; DarlingHammond & Baratz-Snowden, 2007; Good & Brophy, 1987, 2010; Guskey, 2000;
Hargreaves & Fullan, 2012; Hargreaves & Shirley, 2012; Marshall, 2013; Marzano, 2007,
2010; Muijs & Reynolds, 2001; Noddings, 2005, 2006; Parker, 1998; Sahlberg, 2010;
Walker, 2008). However, despite several decades of research and investigation on the
topic, no one single teaching practice has been pinpointed as the best practice for all
students that others can emulate to resolve teaching problems in their schools.
Thus, this study attempted to answer the overarching question: What are the
essential qualities of ideal Ignatian educators working in Jesuit secondary schools in India
to improve high school students’ learning? To examine the topic comprehensively,
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Stronge’s (2002, 2007) essential qualities of effective teachers and the JSEA (2011), and
JSN’s (2015a) profile of an Ignatian educator served as the two conceptual frameworks
of this study.
This mixed-method study included a researcher-constructed survey, a
semistructured interview with administrators, and classroom observations. The survey
helped in gathering perceptions and opinions of participants regarding effective Ignatian
secondary educators, whereas semistructured interviews and classroom observations were
used to gather information about existing best practices of teaching in Jesuit high schools,
Hazaribag, India. Four Jesuit high schools in the Province of Hazaribag, India were
identified and purposively included as the samples for the study. These four Jesuit high
schools were selected from among 14 Jesuit high schools in the Jesuit Province of
Hazaribag, India.
The researcher conducted the survey, semistructured interviews, and classroom
observations in person at all four selected sites of the study in India during the months of
October and November 2016. The data collected from surveys, semistructured interviews,
and classroom observations were statistically analyzed with the help of the USF Qualtrics
software statistical tool to answer all four research subquestions satisfactorily and
accurately, thereby attempting to answer the overarching research question of the study.
Most importantly, the present study on TE in Jesuit secondary schools in
Hazaribag Jesuit Province, India, is the first study of its kind in the province. Moreover,
the anticipated purpose of the study was to provide Jesuit administrators, educators, and
researchers with a research-based framework of an effective secondary Ignatian teacher
for improving teaching and learning in Jesuit high schools in Hazaribag, India. In
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addition, the researcher also envisioned that with this research-based framework of
effective secondary Ignatian educator, current and future administrators and teachers in
Jesuit high schools would enhance their teaching quality, thereby supporting the ability of
all students to learn effectively.
Discussions
Discussion of Research Subquestion 1
Research Subquestion 1 examined the perceptions of administrators and teachers
regarding the best practices of an ideal Ignatian secondary educator using Stronge’s
(2002, 2007) six qualities of teaching as the framework. Among all responses (N = 103)
to survey Questions 1–6, three qualities were rated as most important: Quality 2—teacher
as a person (68.93%), Quality 1—prerequisites of effective teachers (64%), and Quality
6—monitoring student progress and potential (60.19%).
In addition, analysis of responses among groups of administrators and teachers
revealed that 72.73% of administrators, rated Quality 6—monitoring student progress and
potential and 69.57% of teachers rated Quality 2—teacher as a person—the most
essential teaching quality to define the best practices of an Ignatian secondary educator.
Still further, when examining the responses separately for the four participating Jesuit
schools, 87.88% (n = 29) from St. Xavier’s School, Bokaro and 62.50% (n = 20) from St.
Xavier’s School, Hazaribag, rated Quality 2—teacher as a person—as the most significant
quality for determining the best practices of an ideal Ignatian secondary educator. In
contrast, 74.07% of respondents from St. Joseph’s School, Latehar, rated Quality 4—
planning and organizing instruction—and 63.64% from Catholic Ashram School,
Bhurkunda rated Quality 1—prerequisites of effective teachers—as key qualities for

152
determining the best practices of an ideal Ignatian secondary educator. These differing
viewpoints among different groups of respondents indicated the unique instructional
needs of each Jesuit school.
Thus, findings for Research Subquestion 1 unfailingly affirmed the findings from
earlier research (Burchinal et al., 2002; Good & Brophy, 2010; Hargreaves & Shirley,
2012; Parker, 1998; Korkmaz, 2007; Lickona & Davidson, 2005; Lucilio, 2009; Marzano,
2007; Noddings, 2005, 2006; Walker, 2008; William, 2011) that strongly focused on the
development of teachers’ personal qualities, such as, commitment, sincerity, and caring
for ET and learning. Moreover, the findings also supported suggestions from earlier
research (Danielson, 2006, 2007: Day et al., 2007; Good & Brophy, 2010; Guskey, 2000;
Hargreaves & Fullan, 2012; Marzano, 2003; Marshall, 2013; Mayer, 2003; Muijs et al,
2003; Sahlberg, 2010) that emphasized the improvement of professional qualities such as
teaching certification programs, classroom-management skills, content knowledge, and
verbal abilities of teachers, for achieving greater student learning.
Though the findings for Research Subquestion 1 showed consistency among the
majority of responses, it was surprising to note that 2.91% (n = 3) of respondents from St.
Joseph’s School, Latehar, rated Quality 1—prerequisites of effective teaching—and
Quality 2—teacher as a person—as “unimportant” teaching qualities for describing the
best practices of an ideal Ignatian secondary educator. Furthermore, Quality 1—
prerequisites of effective teaching—and Quality 2—teacher as a person—each were also
rated by one respondent (1.09%) as “least important,” which suggested either the
respondent’s marking errors or lack of knowledge about ET skills.
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Discussion of Research Subquestion 2
Research Subquestion 2 reviewed the perceptions of administrators and teachers
regarding the best practices of an ideal Ignatian secondary educator using the JSEA
(2011) and JSN (2015a) document, The Profile of an Ignatian Educator (the five
elements of an Ignatian educator) as the framework. Among all responses (N = 103) to
survey Questions 7–11, Quality 7—caring for the individuals (66.99%)—and Quality 9—
modeling Ignatian pedagogy (64.08%)—received two highest ratings in order of
importance for ET in Jesuit schools in India. Then, an equal number of respondents
(n = 55, 53.40%) rated Quality 8—discerning ways of teaching and learning, Quality
10—building community and fostering collaboration, and Quality 11—animating the
Ignatian vision—as indispensable qualities to delineate the best practices of an ideal
Ignatian secondary educator in India.
Furthermore, when responses were examined among groups of administrators and
teachers, the majority, 81.82% administrators and 65.22% teachers, rated Quality 7—
caring for the individuals—as the most crucial teaching quality to define the best
practices of an ideal Ignatian secondary educator. Likewise, when responses were
reviewed separately for the four participating Jesuit schools, most respondents, 78.79%
(n = 26) from St. Xavier’s School, Bokaro; 59.38% (n = 19) from St. Xavier’s School,
Hazaribag, and 63.64% (n = 7) from Catholic Ashram School, Bhurkunda, rated Quality
7—caring for the individuals—as the most important quality for describing the best
practices of an ideal Ignatian secondary educator. However, instead of rating Quality 7
highest, the majority of respondents 70.37% (n = 19) from St. Joseph’s School, Latehar,
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rated Quality 9—modeling Ignatian pedagogy—as the vital quality for defining the best
practices of an ideal Ignatian secondary educator.
Therefore, findings from Research Subquestion 2quite consistently confirmed
findings from earlier studies (Barton & Geger, 2014; Messa, 2012; Mitchell, 2008;
Noddings, 2005, 2006; Parmach, 2012; Quinn, 2016) that greatly emphasized the
development of teachers’ personal qualities such as commitment, understanding, caring,
integrity, respectfulness, and abilities of giving personal care for successful teaching and
student learning. In addition, findings from Research Subquestion 2 also supported the
recommendations of earlier researchers (Bosco, 2016; Delclos & Donaldson, 2014; Hise
& Massey, 2010; Kabadi, 2015; McKay, 2012; Pennington et al., 2013; Petriello, 2012;
Scibilia et al., 2009; Streetman, 2015) who underscored the importance of applying the
vision of St. Ignatius of Loyola by modeling Ignatian pedagogy in Jesuit schools to attain
a greater impact from Jesuit education.
Although findings for Research Subquestion 2 presented consistency among the
majority of responses, 3.26% (n = 3) of teachers, two from Catholic Ashram School,
Bhurkunda, and one from St. Xavier’s School, Bokaro, rated Quality 10—building
community and fostering collaboration—as “ least important” for defining the best
practices of an ideal Ignatian secondary educator. Furthermore, another respondent from
Catholic Ashram School, Bhurkunda also rated building community and fostering
collaboration as “least important.” Still further, most surprisingly, one respondent from St.
Xavier’s School, Bokaro, rated Quality 11—animating the Ignatian vision—as
“unimportant,” thus dubbing it an insignificant quality for an ideal Ignatian secondary
educator. Thus, these few most extreme perceptions regarding an ideal Ignatian
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secondary educator indicated a lack of quality and levels of knowledge of educators
about Jesuit schools’ mission and vision, and most importantly, called for an effective
new teacher-induction program to introduce and develop teachers in the Jesuit education
tradition.
Discussion of Research Subquestion 3
Research Subquestion 3 attempted to identify the manners in which administrators
supported or facilitated ET in Jesuit schools. To answer Research Subquestion 3, from
the selected four Jesuit schools, 11 administrators self-reported their manners of support
in survey Section III (Questions 16–20), and additionally, each took part in a
semistructured interview conducted by the researcher. The majority of administrators
(n = 10, 90%) self-reported “organizing teachers’ seminars and workshops” as the most
common manner(s) that supported the best practices of ET in Jesuit schools. Moreover,
some administrators (n = 9, 81%) informed that “providing self-paced learning
opportunities,” and “providing coaching supports and mentoring assistance” are two
other practices that support building quality teachers in Jesuit schools. Findings for
Research Subquestion 3 confirmed several research studies of the past that largely
emphasized regular professional assistance and knowledge updates of staff to improve
quality teaching and learning in schools (Danielson, 2006, 2007, 2011; Good & Brophy,
2010; Guskey, 2000; Hargreaves & Fullan, 2012; Hargreaves & Shirley, 2012; Marzano,
2007; Sahlberg, 2010). Moreover, when findings from the administrators’ semistructured
interviews were categorized into meaningful themes, it was clear that the majority of
administrators (n = 7, 63%) valued and fostered three qualities: “commitment and
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sincerity,” “willingness to work hard,” and “sense of belongingness and collaboration” as
most essential in schools to build a strong professional community.
Additionally, semistructured interviews revealed that these findings aligned with
the findings of previous studies (Green, 2014; Guskey, 2000; Hargreaves & Fullan, 2012;
Lickona & Davidson, 2005; Noddings, 2005, 2006; Parker, 1998; Raj, 2000; Sahlberg,
2012; Sanders, 1998, 2000; Verma, 2010) that advocated and valued personal qualities
like commitment, integrity, hard work, and collaborative attitudes as important for
building successful professional-learning community in schools. However, in the
semistructured interviews, the most important concern, unvaryingly asserted by all
administrators (n = 11, 100%), was the absence of a strategic teacher-development
program in all four selected Jesuit schools. To support, develop, and evaluate teaching for
effective learning of all students, all administrators (n = 11) recommended the
establishment of some TE standard/norm(s) for Jesuit schools in the Province of
Hazaribag, India.
Discussion of Research Subquestion 4
Research Subquestion 4 attempted to identify the manner teachers demonstrated
to facilitate ET in the classrooms of Jesuit schools in Hazaribag Province, India. To
answer Research Subquestion 4, from the selected four Jesuit schools, 92 teachers selfreported their classroom best practices in survey Section IV (Questions 22–26), and
additionally, the researcher observed classes of 30 teachers to identify best practices. The
majority of teachers (n = 42, 46%) self-reported the “project-based teaching
method/problem-solving method” as the most common manner that facilitated ET and
learning in Jesuit schools. Also, a large number of teachers described “teaching by
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demonstrating” (n = 33, 36%) and “group discussion method” (n = 31, 34%) as two other
prominent classroom practices that supported quality learning of all students in Jesuit
schools.
Findings for Research Subquestion 4 supported the work of several researchers
who largely stressed students' active and meaningful engagement in the classroom and
teaching for efficient learning of subject matters (Danielson, 2006, 2007, 2011; Diwan,
2010, 2015; Gareis & Grant, 2008; Good & Brophy, 2010; Guskey, 2000; Hargreaves &
Fullan, 2012; Hargreaves & Shirley, 2012; Marzano, 2007, 2010; Parker, 1998; Sahlberg,
2010). Additionally, like most administrators, the majority of teachers also identified
“organizing workshops and seminars in every semester” (n = 34, 36%) and “providing
self-paced learning opportunities” (n = 32, 33%) as two important ways to enhance
professional abilities for quality teaching in Jesuit schools.
However, when analyzing the classroom observational data thematically, some
significant operative unreported best practices of teachers surfaced from the selected four
Jesuit schools. In classroom observations, all teachers exhibited “effective use of
questioning skills” (n = 30, 100%), and the majority of them displayed “well-organized
use of chalkboard” (n = 27, 90%), and “clarity of content knowledge presentation and
explanation” (n = 21 70%) as predominant classroom best practices. When comparing the
findings of self-reported survey responses with classroom observations regarding
teachers’ best practices, most surprisingly observational results pointed to some
important concerns of effective classroom practices and suggested further improvement
in the future. The researchers observed the following most traditional and less effective
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classroom behaviors in a majority of teachers: “teaching to tests” (n = 29, 96%),
“teaching in isolation” (n = 28, 93%), and “teaching to dictate or lecture” (n = 29, 96%).
Discussion of the Overarching Research Question
The overarching research question of the study aimed to determine the best
practices of an ideal Ignatian secondary educator for Jesuit high schools in India that
assisted effective students learning. Based on discussions in earlier sections, the study
clearly identified the most currently applied ET skills in Jesuit schools, and also areas
where teaching could improve. Moreover, study findings suggested development of some
TE programs to improve Jesuit secondary education in the Province of Hazaribag, India.
After having comprehensively analyzing responses to each of the four research
subquestions of the study, and additionally, comparing them with findings from
semistructured interviews and classroom observations, the study revealed qualities such
as “teacher as a caring person,” “teacher as a competent person,” “teacher as a committed
person,” “teacher as a student-centered person,” and “teacher as a collaborative person”
as important qualities for ET in the Jesuit secondary schools of Hazaribag, India. Thus,
from the evidence identified when grouping them together, the following qualities of an
ideal Ignatian secondary educator were recognized as effective, and therefore are
recommended for Jesuit schools in the Province of Hazaribag, India: (a) mission and
vision, (b) profession as a vocation, (c) personal caring of individuals, (d) collaboration,
and (e) academic excellence. Table 38 presents the list of recommended qualities and
their corresponding characteristics for an ideal Ignatian secondary educator.
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Table 38
List of Recommended Qualities and Their Corresponding Characteristics for an Ideal
Ignatian Secondary Educator
Recommended
qualities of an ideal
Ignatian secondary
educator

Descriptive characteristics

The Ideal Ignatian Secondary Educator …
Quality 1: Mission § Shares and helps shape the school’s vision and mission
§ Responds to Christ’s call to serve others and to be a woman or man with and for
and vision
others
§ Is knowledgeable of the foundational documents of Jesuit secondary education
§ Is open to the experience of the Spiritual Exercises of St. Ignatius and engages in
ongoing learning and development in the principles of Ignatian spirituality and
pedagogy
§ Uses the teaching profession as a means for service to society
Quality 2:
Profession as a
vocation

Holds teaching certification status and good content knowledge
Values work as a vocation to the ministry of teaching and works to promote a faith
that works for justice
§ Creates conditions and provides opportunities for the continual interplay of
experience, reflection, and action
§ Helps students gain the skills to become life-long learners and global citizens
§ Uses creative assessment tools to evaluate and guide a student’s holistic growth
§
§

Quality 3: Personal § Cares for all students’ needs and helps students be conscious of their well-rounded
caring of
growth as men and women for others
§ Values students as individuals and treats them with respect and empathy
individuals
§ Demonstrates the willingness and ability to listen and interact with students and
colleagues to build mutual trust
§ Holds students, others, and oneself accountable to desirable academic and
behavioral expectations
Quality 4:
Collaboration

§

Shows an ability to work in partnership with Jesuits and lay colleagues in planning
the educational and any formational program to ensure the future of Jesuit education
§ Engages in honest and respectful dialogues on issues of Jesuit education traditions
and its development
§ Shows willingness to partner with parents/guardians/students/colleagues in
achieving the Jesuit educational mission for the school
§ Recognizes and works to overcome prejudices that impede the building of an
Ignatian learning community of students/colleagues/parents/guardians
§ Inspires students and colleagues to collaborate with others in seeking the greater
good for all

Quality 5:
Academic
excellence

§
§

Respects individual ability and has high learning expectations for every student
Organizes content, instruction, and homework as the most suitable to the learning
needs of individual students
§ Engages all students in meaningful and creative learning activities and in a new
knowledge inquiry
§ Shows willingness for ongoing development as an educator in light of new
research, best practices, and social and cultural changes
§ Solicits feedback from students and colleagues toward continual update of
teaching–learning experiences
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Conclusions
In summarizing the findings of the study, the study revealed qualities such as
“teacher as a caring person,” “teacher as a competent person,” “teacher as a committed
person,” “teacher as a student-centered person,” and “teacher as a collaborative person”
as the most important qualities of an ideal Ignatian secondary educator for ET and
learning in Jesuit high schools in Hazaribag, India. Most remarkably, few differences
emerged between the perceptions of administrators and teachers regarding TE in Jesuit
secondary schools in Hazaribag Province, India. Thus, the similarities of opinions of
administrators and teachers regarding quality teaching in Jesuit high schools offered rays
of hope for all students, but more specifically, for tribals and Dalits, who have long felt
neglected, uncared for, and unattended to in their learning.
Conclusions for Research Subquestion 1
Findings for Research Subquestion 1 showed the majority of participants from the
four Jesuit high schools in the Province of Hazaribag, India, rated each of six teaching
qualities (Stronge, 2002, 2007) as either “very important” or “important” for improving
teaching quality and student learning. Moreover, findings also highlighted that Quality
2—teacher as a person (n = 71, 69%)—was considered the most important quality for ET
in Hazaribag Province. Likewise, Quality 1—prerequisites for effective teaching (n = 66,
64%)—and Quality 6—monitoring student progress and potential (n = 62, 60%)—were
rated as the second and third important qualities from the list of six.
Also, when analyzing the findings for administrators and teachers separately, the
majority of administrators (n = 8) rated Quality 6—monitoring student progress and
potentials—as the most important quality for ET in Jesuit high schools, Hazaribag, India.
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Administrators jointly rated Quality 1—prerequisites for effective teaching (n = 7)—
Quality 2—teacher as a person (n = 7)—and Quality 5—implementing instruction
(n = 7)—as the second most important teaching qualities for Jesuit high schools in the
Province of Hazaribag, India. Similarly, findings underlined that among 92 teacher
respondents, the majority (n = 64) rated Quality 2—teacher as a person—as the most
important teaching quality for Jesuit high schools. Then, the next largest number of
teachers rated Quality 1—prerequisites for effective teaching (n = 59)—and Quality 6—
monitoring student progress and potential (n = 54)—as the second and third most
important qualities.
Thus, findings for Research Subquestion 1 distinctly indicated that to ascertain
greater student learning in Jesuit high schools of Hazaribag Province, India, teachers
require personal as well as professional qualities. Personal qualities comprise caring,
loving, respecting learning differences, empathy, and impartiality; professional qualities
include quality teacher training, content knowledge, instructional skills, language skills,
and collaborating skills.
Conclusions for Research Subquestion 2
Remarkably, findings for Research Subquestion 2 also indicated that the majority
of participants in the study considered the five teaching qualities defined by JSEA (2011)
and JSN (2015a) as either “very important” or “important” for ensuring quality teaching
and learning in Jesuit high schools, Hazaribag, India. Among respondents, the majority
rated Quality 7—caring for the individuals (n = 69, 70%)—as the most important
teaching quality of Jesuit high school teachers, Hazaribag, India. Then, Quality 9—
modeling Ignatian pedagogy (n = 66, 64%)-was rated the second most important teaching
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quality for Jesuit high school teachers. Also, analyzing the findings for administrators and
teachers, again, the majority of both groups rated Quality 7—caring for the individuals
(administrators = 8 and teachers = 60)—as the most important teaching quality. Also,
Quality 9—modeling Ignatian pedagogy—was rated the second most important teaching
quality by both groups (administrators = 8 and teachers = 58).
Thus, findings for Research Subquestion 2 clearly showed that Jesuit high schools
in Hazaribag, India, sought for teachers who cared about individual student needs, valued
individual differences, listened to and responded promptly to student work, and
accompanied students to fulfill academic expectations. Furthermore, findings also
indicated that for greater student learning and success, teachers in Jesuit high schools,
Hazaribag, required more concrete modeling of Ignatian pedagogical practices (context,
experience, reflection, action, and evaluation) in their classrooms.
Conclusions for Research Subquestion 3
Regarding the best practices of administrators that supported ET in Jesuit high
schools, Hazaribag, findings for Research Subquestion 3, most remarkably showed the
majority administrators (n = 10) rated “conducting teacher seminars and workshops
annually” as the predominant way to facilitate quality teaching. Then, “offering guidance
and mentoring” (n = 8) and “providing professional-development resources” (n = 8) were
rated as the second and third most prevalent manners of supporting TE in Jesuit high
schools of Hazaribag, India.
However, findings for Research Subquestion 3 further suggested that for teaching
quality to improve in the future, most decisively a common teaching standards is needed
for recruiting, supporting, developing, and assessing teachers in the Province of
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Hazaribag, India. Moreover, findings supported the following important suggestions for
teachers: (a) subject-wise skill development, (b) technological skill enhancement,
(c) professional networking and collaboration, and (d) regular follow-up workshops on
Ignatian pedagogical practices.
Conclusions for Research Subquestion 4
When analyzing findings for Research Subquestion 4,, the majority of teachers
found Quality 2—teacher as a person (n = 54)—and Quality 11—animating the Ignatian
vision (n = 40)—as the most helpful qualities in their classroom instruction. They also
considered Quality 7—caring for the individuals (n = 33)—and Quality 8—discerning
ways of teaching and learning (n = 33)—as equally supportive in their classroom
teaching. Additionally, from responses to open-ended questions in survey Section IV, the
majority of teachers self-reported “project-based teaching,” “teaching by demonstrating,”
and “groups learning” as the most helpful methods that effected greater student learning
in their classes.
Moreover, findings for Research Subquestion 4 also underscored some evidence
of best practices of teachers from classroom observations as “bright spots,” such as,
“effective use of questioning skills” (n = 30, 100%), “well-organized use of chalkboard”
(n = 27, 90%), and “clarity of content knowledge presentation and explanation” (n = 21,
70%). This teaching evidence invites meaningful extension to other Jesuit high school
teachers as well, especially those struggling with quality instruction in their classes.
Finally, findings also disclosed a need for greater emphasis on the ongoing formation,
support, and development of teachers in Jesuit education traditions in the Province of
Hazaribag, India. As this study pioneered research in the field of TE in the Jesuit
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Province of Hazaribag, India, it also underlined the need for in-depth studies on the topic
for deeper understanding of quality teaching and learning in all Jesuit high schools in the
province.
Implications
Implications to Jesuit Education in India
Traditionally, Jesuits around the world have been known for their quality services
at education at all levels. In India, the extent and vastness of Jesuit primary, secondary,
and tertiary education is gigantic. The Jesuit schools network in India is one of the largest
school networks in the world. Additionally, Jesuit education in India is one of the largest
private educational organizations in the country. Furthermore, due to its rural and semiurban population of children, Jesuit education is extremely vital for children belonging to
underserved and unprivileged sections of the society in the country. Thus, Jesuit
education for India is immensely significant, exclusively for supporting and enhancing
quality education to all students.
However, most remarkably, among many rural and semi-urban Jesuit schools, it
has been consistently witnessed that due to wide-ranging causes, most children do not
receive quality Jesuit education. And, one of the factors that have repetitively surfaced in
many Jesuit schools is a lack of competent teachers and quality teaching. Though, by
offering some teacher education programs, Jesuit institutions make a notable attempt to
address this critical issue, but in actuality, they have not been able to do that satisfactorily
yet. Most Jesuit schools in the country still lack suitable teacher framework(s) to assist
and develop teachers for quality teaching in their schools.
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Therefore, to address prevalent issues related to teaching in Jesuit schools in
India, the findings from the present study show some glimpses of hope for developing
teacher effectiveness. The present study, from an in-depth investigation, unearthed some
teacher qualities that determined development of TE and ET in Jesuit schools. The
present study employed a mixed methodology study, and the synthesized data revealed
qualities such as, “teacher as a caring person”, “teacher as a competent person”,
“teacher as a committed person”, “teacher as a student-centered person”, and “teacher
as a collaborative person”, important for TE and ET in Jesuit schools. Furthermore, the
study after having analyzed all findings identified the following five domains to
effectively recruit, develop, and assess teachers in Jesuit schools: (1) Domain One:
Mission and Vision, (2) Domain Two: Profession as a Vocation, (3) Domain Three:
Personal Caring of the Individuals, (4) Domain Four: Collaboration, and (5) Domain
Five: Academic Excellence. The table 38 presents the detailed descriptions of each of the
five domains of TE and ET in Jesuit schools with their characteristics.
Thus, undoubtedly, the present study proves remarkably important for Jesuit
schools network in India. The well-researched five domains of TE and ET in Jesuit
schools from this study, not only prove significant, but also provide a platform to develop
and advance TE and ET in all Jesuit schools in India.
Implications to Teacher Effectiveness and Effective Teaching in India
Demographically, India is one of the most diverse countries in the world.
Different levels of education in India are still in developing stage when compared with
most of the developed countries around the world. Most overwhelmingly, the primary
and secondary education in India still needs heavy emphasis on its greater accessibility
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and quality in many parts of the country. Most notably, the issues related to access and
qualities in primary and secondary education are observed in many northern,
northeastern, and eastern states of the country.
Over the past several decades, Indian educators and policy makers have made
concerted efforts to address issue of quality education in the country, but till present date,
nothing much have been significantly improved and perfected. And, the staggering fact of
quality education is predominantly witnessed in the state of Jharkhand, which is one of
the eastern states of the country. Consequently, the concerns of quality education to all
students are not just limited to Jesuit education alone, rather they are wide spread
problems of all primary and secondary schools in the country. Several researches
(Burchinal et al., 2002; Good & Brophy, 2010; Hargreaves & Shirley, 2012; Parker,
1998; Henning, 2015; Korkmaz, 2007; Lickona & Davidson, 2005; Marzano, 2007;
Noddings, 2005, 2006; William, 2011) on TE and ET have shown assorted results from
outside of India, but the literature reviewed on the topic showed limited research in an
Indian context.
Thus, the present study fills the research gap, and most importantly, addresses the
pervasive issue of quality education in India. The results from the present study, post
some optimistic possibilities for TE and ET in the country. From the comprehensive
research, the present study recommends five distinctive domains of TE and ET for Indian
schools (See table 38). Subsequently, by developing and assessing teachers on these five
domains of TE and ET, all public/government primary and secondary schools in India
can endorse quality education for all students in the country. Additionally, the five
domains of TE and ET as determined from this study, also provides another perspective
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for Indian researchers and educators to examine this important topic for developing its
quality and efficacy in the future.
Recommendations
Recommendations for Future Research
Most importantly, due to the limited research samples (secondary administrators
and teachers), this study suggested a strong need for a comprehensive examination of the
topic by including other stakeholders of school, such as students, parents, primary and
middle school teachers, and alumnae in future research. Also, this study used only two
conceptual frameworks (JSN, 2015a; JSEA, 2011; Stronge, 2002, 2007) to examine the
topic. This study calls for future exploration of in-depth analysis of the topic from
multiple perspectives to arrive at the most comprehensive understanding of the best
practices of Ignatian educators in India. Further, because the study included only four
Jesuit high schools as research samples, it also invited in-depth research of the topic in
each Jesuit high school of Hazaribag Province, India, to gather comprehensive
information on the topic and the specific professional needs of each school.
This study was conducted in only one province of India (Hazaribag); future
researchers on this topic should include Jesuit high schools from other Indian Jesuit
provinces as well, for a deeper and comprehensive investigation of the topic. Last, this
study also pointed to the need for future comparative research of the topic between Jesuit
and government school administrators and educators, to attain more clarity of perceptions
on the topic.
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Recommendations for Future Practice
Regarding recommendations for the teaching profession in the future, this study
considered the following suggestions as most practical and useful for secondary teachers
in the Jesuit Province of Hazaribag, India:
1. Most characteristically, because this study clearly pointed out qualities such as
“teacher as a person,” caring for the individuals,” “monitoring student
progress and potential,” and “modeling Ignatian pedagogy” as important for
quality teaching, administrators and teachers are called upon to nurture and
promote these qualities in Jesuit high schools in Hazaribag, India.
2. This study categorically identified several ET skills of Jesuit secondary school
teachers in Hazaribag, India, as “bright spots,” such as, “clarity of content
knowledge and explanation,” “effective use of questioning skills,” “efficient
use of chalkboard,” “passion for teaching,” “hard work and commitment to
teaching,” “project-based teaching,” “teaching by demonstrating,” “group
learning,” and “exceptional classroom management skills.” To maximize
quality teaching in Jesuit high schools in the Province of Hazaribag, India,
these currently practiced ET skills invited extension to all teachers who are
struggling in their classroom instruction.
3. Markedly, because this study highlighted the areas of improvement for
teaching as “dark spots,” such as “teaching to tests,” “teaching by
dictation/lecture,” and “teaching in isolation,” it also invited understanding as
a teaching vocation in a holistic sense, and called for preparing teachers who
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are committed and dedicated to the Jesuit school mission and vision: teaching
to a whole person.
4. The study identified “conducting teacher seminars and workshop annually” as
the most prominently practiced style of supporting/facilitating ET by the
majority of administrators. Thus, it further invited strategic planning of
workshops and seminars to increase teaching skills of all teachers. Teacher
seminars and workshop themes could include subject-wise skill development,
technological skill development, differentiated instruction, and special
education.
5. Regarding the development of professional abilities of teachers, the study
identified and called attention to the areas of building professional-learning
communities, networking and collaborating within and outside school, selfpaced learning opportunities, and regular mentoring of beginning teachers.
6. This study also recognized the scarcity of a common teaching
standard/framework for Jesuit secondary schools in Hazaribag Province, India,
calling for the creation of such a teaching standard to assist in effectively
recruiting, preparing, and evaluating teachers in all Jesuit secondary schools.
7. Last, the study also recognized the lack of proper infrastructural facilities in
some Jesuit schools; thus the suggestion is to develop facilities such as
resources in library, technology in classrooms, and additional services to
support differently abled students, to enable greater learning of all students.
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Closing Remarks
Thus, this study proved significant to the field of educational research, as it added
knowledge on the topic of TE, but in particular, offered several valuable practical
suggestions to foster and support ET in the Jesuit Province of Hazaribag, India. Most
importantly, this study distinctively indicated that the majority administrators and teacher
viewed all 11 teaching qualities of Stronge’s (2002, 2007), JSEA (2011), and JSN
(2015a) as important for improving teaching in Jesuit high schools in Hazaribag, India.
Specifically, this study pointed out that “caring for the individuals,” “teacher as a person,”
“prerequisites for effective teaching,” “monitoring student progress and potential,” and
“modeling Ignatian pedagogy” were the five most highly rated teaching qualities for
Jesuit secondary schools in Hazaribag, India. Thus, findings from this study unfailingly
supported results from earlier studies (Hargreaves & Fullan, 2012; Mangiante, 2011;
Noddings, 2005, 2006; Parker, 1998; Stronge, 2002, 2007, 2010) that emphasized the
development of personal and professional qualities of teachers for successful classroom
teaching.
Furthermore, this study highlighted some key areas for development to ensure ET
in Jesuit high schools, Hazaribag, India. Some of the most commonly observed areas
were (a) designing common teacher recruitment, support, and assessment norms for the
province, (b) creating staff networking and collaboration within and outside school,
(c) conducting regular workshops on Ignatian pedagogical skills development, and
(d) improving school infrastructural facilities to ensure a healthy learning atmosphere.
The abovementioned findings supported the results from a recently conducted study by
Adhyayan Quality Education Services Pvt. Ltd., Mumbai, India, in Hazaribag Province.
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The Adhyayan group, in their study of 10 Jesuit schools, highlighted the following seven
key areas of concern in order of urgently needed attention: (a) teaching and learning,
(b) caring for the child, (c) curriculum, (d) infrastructure and resources, (e) the Jesuit way,
(f) leadership and management, and (g) community and partnership. (Adhyayan, 2016).
Moreover, this study helped underline the research-based concept of an ideal
Ignatian secondary educator that provided to Jesuit secondary school administrators and
educators in the Hazaribag Province, India, a framework of TE to support and foster
quality teaching in their schools. Thus, in general, this study proved significantly
important for deeper reflection on the quality of Jesuit education services in the province,
and most essentially, about how to improve teaching to all students in Jesuit high schools.
Last, this study was important for university professors and students because it provided
them with TE standards/frameworks for successful teaching and learning in Jesuit
secondary schools. However, due to the controlled sample size, the study also called for
more in-depth multiple studies on the topic, to understand it more comprehensively.
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APPENDIX A
SURVEY INSTRUMENT

Jesuit Secondary Teacher Effectiveness Survey (JSTES)
Introduction
Hello, I am Fr. Vincent Hansdak, S.J., a doctoral student in the School of Education at the University
of San Francisco. I am in the dissertation proposal-writing phase of the program. I am conducting a
survey study to investigate the perceptions and practices of Jesuit secondary teachers in India. I would
greatly appreciate your participation in this survey study.
Survey Purpose
This survey investigates the findings of James H. Stronge (2002, 2007) Qualities of Effective
Teachers and Jesuit Schools Network (JSN, 2015) the Profile of the Ignatian Educator within the
context of Jesuit secondary education in India.
As a Jesuit secondary school principal or teacher, your perceptions of both frameworks are important
to provide insight on the best practices of teachers in Jesuit secondary schools.
Confidentiality and Anticipated Benefits
I assure you that all your response records will be kept confidential. No school identities or individual
identities will be used in any reports or publications resulting from the study. The results will be
reported in an aggregate so that no individual participant or school data will be disclosed to anyone,
including your school, or any other organization. The anticipated benefit of this study is a
comprehensive understanding of the best teaching practices in Jesuit secondary schools and how they
are supported for effective student learning within Jesuit secondary schools.
This survey takes approximately 25-30 minutes to complete.
Please be advised that your participation is strictly voluntary. If you freely accept the invitation to
participate in this survey, please proceed by answering “yes” to the question below.
Thank you in advance for your important contribution to this study and for completing this survey.
With gratitude,
Fr. Vincent Hansdak, S.J.
Do you freely accept to participate in this study?
☐ Yes
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SECTION I
QUALITIES OF EFFECTIVE TEACHERS (Stronge, 2002, 2007)
Based on your role as a Jesuit secondary school principal or teacher, please rate each of the following qualities of
effective teachers as identified by James H. Stronge (2002, 2007) by degree of importance relative to teacher
effectiveness among Jesuit secondary school teachers.
N.B.:

(i) Indicators for each quality are provided for descriptive purposes only
(ii) Please check ( þ )the box next to the questions according to your degree of importance of perception on
each teaching quality.
(1) = Very Important (VI),
Important (MI),

(2) = Important (I),

(4) = Least Important (LI),

(3) = Moderately

(5) = Unimportant (UI)

Responses
Question
number

Teaching qualities

Q. 1

Prerequisites of Effective Teaching: [The Prerequisites for
effective teaching include: verbal ability, educational course
work, teaching certification, teaching experience, and the
content knowledge.]

Q. 2

Quality (1) Teacher as a Person: [The effective secondary
teacher is a caring person, shows fairness and respect to all
students, shows enthusiasms in teaching, motivates in
learning, and is dedicated to teaching.]

Q. 3

Quality (2) Classroom Management and Organization: [The
effective secondary teacher is consistent and proactive in
classroom management strategies, engages all students in
effective learning, organizes classroom space efficiently, and
uses appropriate disciplinary measures to reinforce positive
behaviors.]

Q. 4

Quality (3) Planning and Organizing for Instruction: [The
effective secondary teacher gives importance to instruction,
allocates, plans, and organizes classroom time for effective
teaching and learning, and sets high expectations for self and
students.]

Q. 5

Quality (4) Implementing Instruction: [The effective
secondary teacher implements different instructional
strategies, sets high expectations for all students for learning
in the classroom, stresses in meaningful conceptualization,
asks reflective questions, and engages students in learning
activities.]

Q. 6

Quality (5) Monitoring Student Progress and Potential: [The
effective secondary teacher gives clear, specific, and timely
feedback to students’ work, monitors students progress, and
reorganizes instruction according to individual abilities and
needs of students.]

1
VI

2
I

3
MI

4
LI

5
UI
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SECTION II
THE PROFILE OF THE IGNATIAN EDUCATOR
(Jesuit Schools Network, 2015a)
Based on your role as a Jesuit secondary school principal or teacher, please rate each of the
following qualities of effective teachers as identified by Jesuit Schools Network (JSN, 2015a) by
degree of importance relative to teacher effectiveness among Jesuit secondary school teachers.
N.B.:

(i) Indicators for each quality are provided for descriptive purposes only.
(ii) Please check ( þ ) the box next to the questions according to your degree of
importance of perception on each teaching quality.
(1) = Very Important (VI), (2) = Important (I), (3) = Moderately Important (MI),
(4) = Least Important (LI),

(5) = Unimportant (UI)

Question
number

Teaching qualities

Q. 7

Quality (6) Caring for the Individual:
[An Ignatian educator values students as individuals, treats
them with empathy, and holds students and self accountable to
reasonable academic and behavioral expectations.]

Q. 8

Quality (7) Discerning Ways of Teaching and Learning:
[An Ignatian educator collaborates with educators in and
beyond school community to enrich teaching and learning,
engages in ongoing development as an educator, and strives to
be a critical reflective teacher.]

Q. 9

Quality (8) Modeling Ignatian Pedagogy:
[An Ignatian educator demonstrates Ignatian Pedagogy
(experience, reflection, and action) to help students gain the
skills to become life-long learners, fosters creative and
imaginative thinking, guides inquiry into subject matters of
social concerns, and incorporates technology for students’
effective learning.]

Q. 10

Quality (9) Building Community and Fostering Collaboration:
[An Ignatian educator engages in honest and respectful
dialogue with colleagues in issues of education and
professional development, inspires students and colleagues to
collaborate in seeking the greater good of all.]

Q. 11

Quality (10) Animating the Ignatian Vision:
[An Ignatian educator shares and helps to shape the school’s
vision and mission as described by St. Ignatius of Loyola,
values teaching as a vocation and works to promote a faith
that does justice, and engages in learning Ignatius spirituality
and pedagogy.]

Res.
VI

I

MI

LI

UI
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Q. 12: Based on your role as a Jesuit secondary school teacher, please rank the following
qualities from 1-11 by order of importance relative to being an effective Jesuit secondary
school teacher. Please write your ranking in the box next to each quality. (1 = most
important; 11 = least important)
Quality 1: Prerequisites of effective teachers
Quality 2: Teacher as a person
Quality 3: Classroom management and organization
Quality 4: Planning and organizing for instruction
Quality 5: Implementing instruction
Quality 6: Monitoring student progress and potential
Quality 7: Caring for the individual
Quality 8: Discerning ways of teaching and learning
Quality 9: Modeling Ignatian pedagogy
Quality 10: Building community and fostering collaboration
Quality 11: Animating the Ignatian vision

Q. 13: Based on your role as a Jesuit school teacher, what additional qualities, not
included in either framework, do you perceive to be important to teacher effectiveness in
Jesuit secondary schools? Please feel free to mention up to 3 additional qualities in order
of their importance.
End of Section II
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Q. 14: What is your role in the school?
☐ Administrator
☐ Teacher
[N.B.: If “Teacher” is selected in Q. 14, participants are led to Section IV, else
they continue with Section III]
SECTION III
BEST PRACTICES OF JESUIT SECONDARY PRINCIPALS THAT FOSTER OR
FACILITATE TEACHER EFFECTIVENESS WITHIN THEIR SCHOOLS
N.B.: Please enter your choice(s) or write your answer(s) where appropriate.

Q. 15: How important are effective teaching skills as identified by Stronge (2002, 2007)
and JSN (2015a) for professional development seminar(s) or workshop(s) in your school
to improve instructional skills of your teachers?

Very Important

Important
Least Important

Moderately Important
Unimportant

Q. 16: Which teaching skill(s) as identified by Stronge (2002, 2007) & JSN (2015a) do
you support most for professional development of your teachers within your faculty?
Please select your choice(s) in an order of your preferences. (1 = most important; 10 =
least important)
Quality 1: Teacher as a person
Quality 2: Classroom management and organization
Quality 3: Planning and organizing for instruction
Quality 4: Implementing instruction
Quality 5: Monitoring student progress and potential
Quality 6: Caring for the individual
Quality 7: Discerning ways of teaching and learning
Quality 8: Modeling Ignatian pedagogy
Quality 9: Building community and fostering collaboration
Quality 10: Animating the Ignatian vision
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Q. 17: In what manner(s) do you support the development of the qualities of effective
teaching skills as identified by Stronge (2002, 2007) and JSN (2015a) within your
faculty? Please select all that apply.
1.

Organizing Teachers’ Seminars and Workshops

2.

Providing Coaching support to teachers

3.

Establishing Professional Learning Community (PLC)

4.

Offering Professional Development resources

5.

Providing Mentoring assistance to teachers

6.

Facilitating Team Teaching of lessons

7.

Providing Self-paced learning opportunities

Q. 18: List the best three additional practices of yours (if any) that enhance and support
teacher effectiveness in your school.

Q. 19: Based on your experiences, what type of professional development program(s) do
you think your teachers will benefit most from over the next 3-5 years? List three
preferences.

Q. 20: What changes should your school consider for improving the quality of teaching
over the next 3-5 years and why? Write three changes that you consider important.

End of Section III

202

SECTION IV
BEST PRACTICES OF JESUIT SECONDARY SCHOOL TEACHERS
THAT DEMONSTRATE EFFECTIVE TEACHING SKILLS IN THEIR
CLASSROOMS

Q. 21: How important are teaching skills as identified by Stronge (2002, 2007) and JSN
(2015a) for professional development program(s) or workshop(s) in your school to
improve your instructional skills for effective teaching?
☐ Very important

☐ Important

☐ Least Important

☐ Moderately important

☐ Unimportant

Q. 22: Which teaching skill(s), as identified by Stronge (2002, 2007) & JSN (2015) that
you are currently practicing and you consider is(are) most helpful for students’ learning
in your classrooms? Please select your choice(s) in an order of their helpfulness. (1= most
helpful; 10 = least helpful)
Quality 1: Teacher as a person
Quality 2: Classroom management and organization
Quality 3: Planning and organizing for instruction
Quality 4: Implementing instruction
Quality 5: Monitoring student progress and potential
Quality 6: Caring for the individual
Quality 7: Discerning ways of teaching and learning
Quality 8: Modeling Ignatian pedagogy
Quality 9: Building community and fostering collaboration
Quality 10: Animating the Ignatian vision
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Q. 23: List the best three additional teaching skills (if any) that you are currently
practicing in your classrooms that are most helpful to improve and enhance your students’
learning.

Q. 24: Based on your teaching experiences, what type of instructional skills do you
consider your students will benefit most in your classrooms? List your best three
preferences.

Q. 25: What do you recommend that your school should do about effective professional
development of teachers?
Organize workshop(s) or seminar(s) once in every semester
Organize workshop/seminar once in a year
Establish a professional learning community
Self-paced learning opportunities
Coaching
Mentoring
Send teachers to different national/international workshops/seminars
Other
Q. 26: What changes should your school consider for improving the quality of teaching
over the next 3-5 years and why? Write three changes that you consider important.

End of Section IV
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SECTION V
DEMOGRAPHIC INFORMATION
Please answer the following demographic questions related to you and your
school.
Q. 27: What is the name of the school you are currently working?
St. Xavier’s High School, Bokaro Steel City, India
St. Xavier’s High School, Hazaribag, India
St. Joseph’s High School, Latehar, India
Catholic Ashram High School, Bhurkunda, India

Q. 28: What is your gender?
Male
Female
Other

Q. 29: Please indicate the highest level of education you have attained:
Bachelor’s degree
Bachelor’s degree and certification in teaching (B. Ed.)
Master’s degree
Master’s degree and certification in teaching (M. Ed.)
Doctorate
Other

Q. 30: How long have you been working in this school?
1–3 years
4–6 years
7–10 years
More than 10 years
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Q. 31: Please select the option(s) below that best describes you.
Jesuit Administrator
Religious Non-Jesuit Administrator
Lay Administrator
Full-Time Teacher
Part-Time Teacher
Other
Q. 32: Please select the option below that describes your religious faith and practice.
Hinduism
Islam
Christianity
Buddhism
Jainism
Animism (Sarna)
Other

END OF SURVEY

Thank you very much for participating in this survey!
God bless you and your family!

206
APPENDIX B
SEMISTRUCTURED INTERVIEW QUESTIONS (FOR ADMINISTRATORS)

SEMISTRUCTURED INTERVIEW QUESTIONS
(For administrators)
Dear administrator,
For my final dissertation study, I am interested in learning what qualities
are specifically important for a teacher to be effective at Jesuit high school with all
students, and specifically with (at-risk) Tribal and Dalit students. There are varying
definitions of highly effective teachers. Some researchers have included teachers who
show relatively high graduation rate in K-12 education; others included teachers who
show a professionalism in a holistic development of students. However, in this study,
definition of “effective teachers” includes all teachers who are competent, caring,
compassionate, and committed to teaching and effective learning of every student in their
classrooms.
Demographic Information:
Your Name: ………………………………………………………………….
Name of Your Institution: ……………………………………………………
Your Position in the School: …………………………………………………
Date: ………………………….
Please answer the following questions (1-6) from your practices and experiences
as an administrator in your school. Write your comments in the space provided for each
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question. Also, be advised that your all responses to these questions will be kept
confidential and used for the purpose of this study only.
Note: For any clarification or question regarding this, you may contact the researcher
via mail or phone number provided at the end of the questionnaire.
Semistructured Interview Questions:
Q. 1 As an administrator, what challenges or difficulties do you face related to effective
teaching in your school? Please mention at least 3 major challenges currently you are
facing with and explain why.
Q. 2 What are the strengths of your teachers that you think greatly contribute and
promote effective students learning in your school? Mention up to 3 commonly
observed best practices of your teachers and why you consider them as effective.
Q. 3 As an administrator, what possibilities or opportunities of teacher effectiveness
development do you foresee for your school? Mention up to 3 three possible changes
in your school policy for the next 3-5 years and explain why you consider them
important
Q. 4 Please mention the themes/topics of Professional Development (seminar topics for
teachers) that your teachers attended to, in last 3 years. (if any).
Q. 5 Does your school follow any particular teacher effectiveness standards
(frameworks) to assess, to support, and to develop the teaching effectiveness of
teachers? Mention if there is any and explain why your school selects this for teachers.
Q. 6 Any other comments you would like to give regarding the teacher effectiveness
development/support/change in your school.
Thanks for your valuable comments on these questions.
Sincerely,
Fr. Vincent Hansdak, S.J.,
University of San Francisco,
California, USA.
vhansdak@dons.usfca.edu Ph. No. (USA) +1(415) 941-8871
Mobile (India) +91 7250347050
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APPENDIX C
PERMISSION LETTER TO USE STRONGE’S (2002, 2007) FRAMEWORK
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APPENDIX D
PERMISSION LETTER TO USE JESUIT SCHOOLS NETWORK’S (2015)
FRAMEWORK
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APPENDIX E
PERMISSION LETTER FROM REV. FR. FRANCIS KURIEN, S.J., THE CURRENT
PROVINCIAL OF HAZARIBAG JESUITS, TO CONDUCT THIS STUDY IN THE
PROVINCE
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APPENDIX F
A LIST OF VALIDATION PANELISTS AND THEIR FIELDS OF EDUCATIONAL
EXPERTISE

Appendix E: A list of Validation Panelists and their fields of educational expertise

Validity Panelist
Jesuit
Education
Dr. Benjamin Baab, Ed. D
Assistant Professor,
School of Education,
University of San Francisco

Expertise and Background
Teacher
Jesuit Secondary
Effectiveness
School Leadership

Methodology

X

X

X

Dr. Doreen Jones, Ed. D
Assistant Professor,
School of Education,
University of San Francisco

X

X

Dr. Debabrata Mitra, Ph. D
Assistant Principal
St. Xavier’s High School
Hazaribag, India.

X

X

X

Fr. Thomas Renshaw, M.A., S.J.
Jesuit Administrator (former)
Xavier’s College, Australia

X

X

X

Miss Caroline Sheehan, M.A.
Xavier’s College,
Victoria, Australia.

X

X

X

Mr. Cyprian Surin, M.A.
Assistant Principal
St. Xavier’s High School
Hazaribag, India.

X

X

X

Mr. William Bludges, M.A.
Assistant Principal
Christo Ray Jesuit High School,
San Jose, California

X

X

X

Fr. Maria Joseph Israel, M.A.,
S.J.
Jesuit Administrator (former)
Jesuit Refugee Service (JRS),
Afghanistan

X

X

X

Fr. Stephen Nduati, M.A., S.J.
Jesuit Administrator (former)
Doctoral Candidate,
School of Education,
Department of Leadership Studies,
University of San Francisco, CA

X

X

X

Dr. P. J. James, Ph. D
Principal
St. Xavier’s High School
Hazariabg, India

X

X

X

X

X

X
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APPENDIX G
A LETTER SENT TO FOUR JESUIT SECONDARY SCHOOLS PRINCIPALS OF
HAZARIBAG JESUIT PROVINCE, INDIA, REGARDING THIS STUDY IN THEIR
SCHOOLS

University of San Francisco,
Loyola House Jesuit Community,
2600 Turk Blvd,
San Francisco, CA, 94118
dd/mm/2016
Dear Principal,
Greetings from Fr. Vincent, S.J.
This I am writing to you in relation to the final dissertation thesis that I need to write for the
Doctoral program at the University of San Francisco in the Department of the Leadership Studies.
For the final thesis, I am exploring the best practices of secondary school administrators and
teachers regarding teacher effectiveness. My dissertation specifically focuses on the in-depth
study of the issues related to teacher effectiveness in Jesuit secondary schools in Hazaribag
province, India.
For my dissertation, Jesuit secondary school principals’ and teachers’ will express their
perceptions on two conceptual frameworks: (1) Dr. James H. Stronge (2002, 2007), Qualities of
Effective Teachers, and (2) Jesuit Schools Network (JSN, 2015), The Profile of an Ignatian
Educator.
My goal is to have Jesuit educators—specifically, principals of Jesuit secondary schools (in
Hazaribag, India) who are in the position of hiring, developing, and supporting teachers—to have
a research-based framework forefront in their minds with regard to the best practices of teaching.
To collect comprehensive data for this study, I intend to survey all administrators and teachers,
study documents related to Teacher Professional Development (if any), and then, conduct a semistructured interview with administrators (Principal and Vice-Principals).
Fr. Francis Kurien, S.J., the provincial of Hazaribag Jesuit province, has granted his permission
to conduct this study in the province.
I consider your school a suitable place for the comprehensive investigation of the topic.
Therefore, I plan to include your school in this study to get a broad perspective on the issue under
researched. In an acceptance, please provide a written permission of yours (a formal letter) to
conduct this study at your Jesuit high school.
I hope to administer survey and semi-structured interview with administrators in the months of
October-November of the 2016-2017academic year. Once the details of the study are finalized, I
will write to you about my coming to your school.
Thank you for your time and your consideration of my request. I look forward to hear from you
soon.
Sincerely,
Fr. Vincent Hansdak, S.J.
!
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APPENDIX H
IRB APPROVAL LETTER

